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ABSTRACT
GLOBALIZATION OF ENGLISH TEACHING PRACTICES: WHEN
CONFUCIANISM MEETS VYGOTSKIAN PRACTICES - AN ETHNOGRAPHY OF
TEACHING AND LEARNING EFL IN A KOREAN UNIVERSITY

MAY 2004
SUN JOO HUH, BA, EWHA WOMEN’S UNIVERSITY
M.Ed., UNIVERSITY OF MASSACHUSETTS AMHERST
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Theresa Austin

This ethnographic study examines how students learn English through classroom
experiences that challenge their current cultural practices. In particular, I examine how
learning language through activities affects students learning English as a foreign
language (EFL) in a Korean university. It is based on the assumption, that learners have
knowledge and use what they know to learn when presented with conflicting cultural
models of learning. Because of globalization of English instruction, traditional Confucian
values now co-exist in many Asian university EFL classrooms. My theoretical framework
to explore these issues in Korea includes an examination of English language education
policies through effect of globalization in Korean education, Confucianism and
Vygotskian theories on language learners.
In this ethnographic study, I have a dual role as the classroom teacher and a
participant observer. I selected four focal participants for my research. My data include

vi

field notes, audio-tapes and notes from interviews, audio tapes from group activities, and
notes from triangulations, verifications and peer reviews. Conceptual tools for data
analysis are formulated using sociocultural theory together with activity theory
(Engestrom, 1996). This perspective allowed me to provide a macro level analysis. In
addition, I used Fairclough’s Critical discourse analysis (Fairclough, 2001) for
microanalysis of classroom in teaching and interview data.
My findings from the macro level show how suggest that group interactions
within an “English only policy” classroom re-created power structures derived from
Confucian ideologies even though students’ level of communicative abilities differed and
institutional policies constrained them. Each student struggled in creative ways to respond
to ideological conflicts presented to them. I document a shift in their learning ideologies,

!
a shift in their levels of confidence and their identities after reflecting on their past
learning experiences in two contrasting Freshman EFL classes.
I also learned that as an international scholar educated in the US, I in many ways
have become an agent of globalized English practices. Therefore I must also actually
review my own biases and reflect on my actions.
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CHAPTER 1
INTRODUCTION
Background
In the twentieth century. Great Britain and the United States dominated world
trade. However, some of Asia’s newly industrial countries, Singapore, Hong Kong,
Taiwan, South Korea, Malaysia, China and Vietnam, gradually merged as strong
economic rivals that slowly destabilized the world’s bipolar trade relations (Slaughter,
1998). These Asian countries’ economic growth and industrialization opened their
nations to great exposure to Western cultures and ideologies in various facets of peoples’
daily lives.
One significant area is these nations’ contact with English. Through growing
influences of the United States, English has spread to become a global language. It is
estimated that over one third of the total people living on earth are in contact with English
in everyday life and 1.5 billion are able to communicate fairly in it (Crystal, 1998). As the
international business market is gearing towards a globalized economy, there is much
more demand for English speakers with intercultural communicative competence
(Warschauer, 2000).
South Korea is an example of rapid economic development in the past two
decades. As a result of economic development in Korea, there has been a growing
demand for people who could competitively face the globalized world of business with
English communicative abilities. However, the current educational system has yet to
prepare one to become equipped with the necessary language abilities nor with
intercultural understandings for communication. According to Kim (1992:62), a Korean
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sociologist, “Korean education system needs to build leadership qualities so that our
students can participate as world citizens. We need to open our minds to the world, and to
think and behave from the perspective of world citizens.”
Due to perceived inadequacies of the public education system to teach English as
a foreign language in particular, students and parents have invested heavily in private
tutoring or language institutes to provide extracurricular activities for their children
(Ellinger & Beckham, 1997; Kim, 1999). People or recent college graduates who are
privileged enough to speak and communicate in fluent English have tremendous
advantage over those who do not have the skills and knowledge (Lin, 1999). For these
reasons, college students have started to seek extracurricular language programs from
private language institutes to meet these personal needs to improve (Daily Chosun, May
13, 2000). Some extremely determined students even go to English speaking countries for
short term or long term language programs run by major universities to experience a more
intensive and authentic foreign language environment. (Park & Oxford, 1998; Daily
Chosun, June 11, 2000) With this type of demand, the government, as well as universities,
realized problems in the Korean English educational system and tried to initiate
curriculum reforms to meet the demands to prepare a citizenry for participation in a
globalized world economy.
However, it is doubtful that the newly innovated English curriculum adopted by
Korean universities will be smoothly transitioned for the students who were educated
under heavily Confucius influenced classroom practices. How can successful students
who were used to teacher-fronted English language classrooms where they did not have to
speak a word in classes adopt the introduction of more communicative learning
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approaches required to speak and constantly interact in class? As these learning reforms
conflict with the norms of learning behavior cultivated by Confucian instruction where
students listen and take notes, inevitable tensions and struggles are created.
In order to meet the needs of educating Korean students to participate critically in
a globalized world economy, these tensions and conflicts warrant examination. It is
crucial to look at how the introduction of a mode of instruction that is counter to
dominant cultural norms of teaching and learning affects students’ learning processes.

Effect of Globalization
Korea, as a member of the Organization for Economic Cooperation and
Development (OECD), has been heavily influenced by OECD’s mandated education
policies. OECD advocates globalization through its economic and educational policies
implementing human capital theory. Human capital theory has had particular outcomes in
Korea because Koreans have historically prioritized education due to Confucius
influences. English education especially has been shaped as a product of globalization
due to the demands of the business sector and the government’s doctrine of educating its
population to become world citizens (MOE, 1997). Korea’s English education policies
and high technology information sector are direct outcomes of the globalization of
educational policies (Selwyn & Brown, 2000)
In this section, I would like to outline the role of the Organization for Economic
Cooperation and Development (OECD) along with the World Bank and implicate
possible problems they might pose for the education system as a whole and how this
relates to the Korean English education system.
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Human Capital Theory
The OECD, founded in 1961, is a group of 30 democratic governments. The
organization shares its expertise with 70 non-member countries worldwide. According to
the organization’s October 2002 brief, their function is to “develop authoritative and
internationally comparable performance indicators in a wide number of policy areas,
which form the basis of its analysis and monitoring of developments in both member and
non-member economies. To ensure the comparability and reliability of statistics, the
OECD promotes the adoption of international statistical standards and best
methodological practice” (OECD, 2002). This brief provides important understanding of
the powerful influence the organization has over member countries by monitoring
whether they abide by their economic and educational policies.
While the OECD’s primary goal has been to promote economy through member
countries’ cooperation and developing market economies, the world’s educational goals
have also been influenced by the OECD and the World Bank for the last several decades.
The OECD mandates unified educational objectives and systems and globalized
educational policies. Education in the OECD’s doctrine has two functions. The first
function is through education to contribute to the advancement of market economies by
human resource development and life long learning policies. The second function is to
resolve problems of unemployment, economic stratification, and apprehension of social
and economic change due to globalization through education (Spring 1998), thus
providing a master plan for member countries around the world. The OECD’s objectives
to resolve and promote world economy through education seem to ignore the
complexities that might arise due to each country’s culture and values. The countries
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influenced by the OECD doctrines are the current member countries as well as potential
member countries.
The OECD’s education doctrines have been based on Human Capital Theory.
This theory first originated from the OECD along with the World Bank who disseminated
human capital analysis of education to developed and developing countries. To meet each
nation’s goal to accelerate its economy, students are considered as human capital and as
contributors to the growth of the economy (ibid). The theory asserts that education and
training raises productivity of workers, and investment in education on persons generated
greater returns compared to investments in physical plants (Becker, 1964; Shultz, 1959,
1960). With the intention of building for the good of all, human capital theory attempts to
help countries to advance economically and to be compatible with the western world. The
human capital theory of the 1960s had a simple moral and goal. The duty of the
government was to expand education quickly by building schools and universities to train
teachers and then produce more teachers who could teach the citizens. This same program
would eventually provide equality of opportunity to those with potential and would
generate national wealth through capital gains from educational investments. However,
this was unsuccessful and was replaced by a new trend in the 1980s and early 1990s. The
current trend of this theory now diffused by neo-liberal market policies provided the
impetus for reorganizing education for the globalized world (Marginson, 1997). The
notion of being marketable is viewed in terms of what each individual is worth within a
society or within an organization. This individual’s value depends on how much profit
he/she could generate for that society and the organization based on the societal value of
his/her knowledge and skills. Thus, the Korean government’s new policy to enhance
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English education derives from the attempt to mass-produce citizens who may be
equipped to participate in businesses that can generate income for the country.
Another organization that has a strong influence over world education is the
World Bank. The Korean government received loans from the World Bank from 1960’s
to the early 1990’s for educational purposes. The loans had various aims ranging from
expending the secondary education system to the most recent grants of 1990 to public and
private universities to promote science and technological education. The World Bank
considers Korea as a model country for having made significant investments in education,
which has enabled the country to become one of the top technological and engineering
countries in the world (Eisemon & Holm-Nielsen, 1995). Therefore, historically, Korea
has been under the influence of World Bank’s policies and doctrines for the past three
decades and has been considered a model site for realizing this human capital theory.
The World Bank was created initially “to stop the spread of Soviet communism,
reduce political and social unrest, and create markets for U.S. goods.” The working
definition of a developing nation was a country with minimum creditworthiness that
could not secure loans in international financial markets (Spring, 1998:178).
To archive this purpose, the World Bank currently helps developing nations with
poor credit-ratings by lending to them. As a result, the World Bank appears to have
helped proliferate the United States’ educational and economic ideologies around the
0

world.
The World Bank’s activities intend to spread the human capital theory to
developing countries in a fashion somewhat parallel to that of the OECD. Two major
characteristic effects of the World Bank policies are first, the implementation of human
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capital theory through loans for educational development. Second, the Bank’s education
goals often replicate the current educational reforms in the United States. The World
Bank and OECD are similar in some ways. However, the World Bank has more power to
influence countries through its loan programs (Spring 1998). The World Bank has made
public its own educational goals through its Internet web site
(www.worldbank.org/html/educat.paf). According to its strategy for education 1999:
Paramount among the many reasons why education is important is that it
contributes to improving peoples’ lives and reducing poverty. It does so
through multiple pathways, including:
1. Helping people to become more productive and earn more (because
education is an investment, strengthening their skills and abilities - their human
capital);
2. Improving health and nutrition:
3. Enriching lives directly (e.g. the pleasure of intelligent thought and the sense
of empowerment it helps give);
4. Promoting social development through strengthening social cohesion and
giving more people better opportunities (and thus greater equity through
opportunity). In addition, many of the world’s states, through international
conventions and commitments, have recognized education as human rights
(World Bank, 1999).
According to this position, education thus contributes within the context of a
sound macro-economic and political environment, to the entire society’s growth and
development, which in turn raises incomes for all. A good education system is a
necessary but insufficient condition for development, and its benefits are strongest when
crucial other areas of public policy are equally well managed. In particular,
macroeconomic policies, political processes, regulatory practices, the enabling
environment for business development, public participatory processes, and labor market
processes need to be sound. To be effective, education planning and implementation in
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turn need to take into account the social, cultural, religious, economic and political
context in which they take place (Education Sector Strategy World Bank, 1999).
The World Bank policies try to convince the developing countries of the
importance of education and its impact on improving the quality of life for everyone
when adequately supported by the government could be given. There are two places in the
strategy where they discuss generating income. First it says, education can make people
generate profit by acquiring the right skills. Later it talks about raising income for all
when education contributes to the entire society’s growth and development. The direct
implications of these policies are that a citizen’s success through education will benefit
the nation and the globalized world. Each person is considered an asset and therefore, the
more a nation has, the better it would be for the nation and the world.
The effect of globalization in education policies that influenced higher education
has created ironic outcomes in Korea. For example, according to Choi’s research study
(1995), the Korean educational policy to increase college entrants in the 1980’s actually
raised the supply of the college graduate workforce but resulted in lower wages for the
graduates. The excess of available workforce allowed companies to offer lower wages
and still have a select group of equally qualified candidates. However, the policies are
still continued and reviewed every year by OECD officials to its member countries. In
Korea, education is still highly valued due to Confucian beliefs and is regarded as the
vehicle to success and prestige in society (Yum 1988; Lee & Brinton 1996). English in
particular has become one of the strongest mediums to reach this aspiration. Those who
have had the opportunity to become competent become the newly privileged
(Warschauer, 2000). Therefore, the Korean government with the effects of globalization
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has been in the process of reforming the English education policies to accommodate the
growing demands to produce competent English speakers and to insist in prescribed ways
of shaping the educational system to meet the challenges of the globalized economy
(Kim, 1999).

Neo-liberalism
. Another effect of globalization is the sustained efforts to promote neoliberal
economic policies which greatly impacted Latin American countries and third world
countries (Boron & Torres, 1996). Donor agencies such as the World Bank and
International Monetary Fund (IMF) develop and advise countries regarding their
economic policy. The term neo-liberalism is derived from neoclassical economic theories
of Adam Smith and David Ricardo where, countries under influence of dominant
countries follow the prescribed process described here:
The state consisted in establishing the conditions by which the free play of the
marketplace, the laws of supply and demand, and free trade based on
competitive advantage would inevitably rebound to the benefit of all.
Government policies, based on these notions have led to drastic reduction in
the state’s role in social spending, deregulation of the economy, and
liberalization of import policies. The educational counterparts of these
policies have included moves to decentralize and privatize public school
systems (Amove, 1997:79).
The economic policies of neo-liberalism started to affect Korea because of the
economic crisis in 1997, resulting in a push to obtain major loans through the IMF. This
economic policy slowly affected the economy and made slight changes in educational
policy as well. Disproportionate distribution of funds and development of districts caused
imbalances in the quality of education and educational facilities throughout Korea (Kim,
2001). As a result, students living in Seoul or other major cities in Korea could directly
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benefit from better quality education compared to students living in the outskirts of the
city or underdeveloped areas. This phenomenon contributed to creating multi-level
English proficiencies in Freshman EFL classrooms even though these students
supposedly were prepared with a similar curriculum and studied the same textbooks
throughout high school.
As examined above, globalization had a considerable effect on the Korean
education system. What was thought to be a macro level political phenomenon has
penetrated Korean students’ local lives and possibly affected their level of English, which
then affects which levels they can be placed into at the university level.
Conflict of Ideologies: CLT in Confucian-Influenced Classroom Education
The effect of globalization in education also potentially brings various types of western
ideologies that may even cause conflicts of ideologies in Korean classrooms. For the
English as a foreign language (EFL) classroom, ability to verbally communicate has
recently been a high priority compared to past educational objectives. As a result, the
western approach of communicative language teaching approach (CLT) (Littlewood,
1981) has been incorporated and implemented in public school education from
elementary throughout high school level EFL classrooms since 1997. Universities and
colleges also have been independently shifting to CLT from their traditional focus on
reading comprehension. CLT values verbal communication, thus is potentially compatible
with Vygotskian view of language learning through socialization and interactions
(Vygotsky, 1978). Therefore, in the process of implementing verbal interactions in the
target language curriculum, transition from the traditional method of audio-lingual and
grammar translation method to the CLT is more than likely to prove less than smooth.
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Problems such as a lack of fluent English teachers along with confusion in classrooms
caused by a cultural conflict with Confucian values surely emerge and become evident.
One of the areas where this transition may experience difficulty occurs because of
the traditions of Confucian influences on the education system. Confucianism, founded
by K’ung, Confucius, 551-479B.C. in China is characterized more so as a system of
9

social and ethical philosophy rather than a religion. Its teachings became an integral part
of the Chinese way of life, emphasizing social rituals, conformity and acceptance of
social roles as well as cultivating one’s humanness of conscience and character (Berling,
1982). Through China’s influence, Korea has been shaped both politically and culturally
throughout history. Chinese culture along with Confucian elements was introduced to
Korea between 403-221 B.C. Since then, Korea adopted Confucian teachings throughout
its history of political, educational and practical social life (Keum, 2000).
Conflicts in Power, Identity and Language Use
The discourse of traditional Confucian education practices places a higher value
on literacy and obedience to teachers rather than on developing self expression through
verbal communication. The student is traditionally positioned as a receiver not an actor or
maker of knowledge. A typical example of verbal communication that is valued between
the teacher and the student might be characterized by the typical teacher asking a student
a question and the student responding to the answers, or seldom, vice versa, which
sustains the belief that the teacher is the main provider of knowledge. In other words,
teacher-fronted, teacher-centered classroom instruction seems to have been the norm for
centuries where students have been heavily dependent on their teachers for instruction
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and knowledge. In contrast, my research project attempts to study how students learn
through group interactions despite the differences in learning ideologies.
The traditional Korean classroom environment is very different from the approach
promoted by CLT. According to the CLT approach, students are required to engage in
activities and tasks. The students are either paired up or as groups, to engage in various
types of activities that allow the students to speak among themselves and complete the
given task. During these tasks, students might be relying on each other and themselves to
achieve a certain goal. This again contrasts the notion of teacher as the main source of
knowledge provider. In a CLT classroom, the teacher is not viewed as the main source of
knowledge but the students themselves have to engage in practice and activities that can
enable them to become “knowers” (Nunan, 1989). Because of its constructivist nature,
this practice might be a site of struggle between students and their teachers who
implement CLT. Quite likely, students’ ideologies toward their role as students may lead
them to question the legitimacy of such a teacher’s role.
Conflicts in Roles
The CLT approach to language learning is a new concept brought into Korean
EFL classrooms through the effect of globalization. While the intentions were to make
Koreans internationally competitive and help become world citizens, (MOE, 1997) it may
have contributed to added tensions due to conflicting traditional ideologies of the West
and East.
Although centuries have past since Confucianism has penetrated into our Korean
society as a form of culture in the past 500 years (Keum, 2000). Traditions and values
slowly changed due to the influx of Western values on social relationships, pop culture.
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life styles and education. However, for both teachers and students’ traditional values still
strongly co-exist with these international influences. These traditions are especially
prescriptive in relationships between teacher and the student. In general, teachers are
accorded a status equivalent to that of parents (Lee, 1999). The hierarchy is more explicit
than what is found in CLT classrooms where the teacher has three basic roles. Teachers in
CLT are viewed as consultants, guides or catalysts (Nunan, 1989). For example, Breen
and Candlin (1980) describes the teacher first as the facilitator, second as a participant
and third as an observer and a participant. In Korea the introduction of these three roles
restructures interaction in the classroom and what shapes counts as learning. In my
research, I attempt to explore how both the teachers’ expectations of students and
student’s expectations of the teacher affect language learning. I will do so by examining
the ideologies that become evident as the teacher and students interact.
Statement of Problem
The presence of different cultures in an EFL classroom often becomes visible
through conflicts. Therefore, I chose to examine how these conflicts occur and why they
occur by examining interactions among group members during learning activities.
In the past, English education in Korea concentrated on grammar and reading
comprehension. A typical college graduate would have studied English for 6 years during
middle and high school and an additional year in college. The English education policies
for teaching in middle and high school concentrate heavily on preparing students for
college entrance examination where the main measurement of English has required
students to answer questions in multiple choice reading comprehension and forms of
language. At the next level, English instruction at the secondary school has required rote
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memorization and learning of dissected grammar without teaching students to become
creative thinkers and problem solvers (Kim, 1999). Due to the pressures of preparing
students for the standardized exams, teachers at both levels have felt pressured to direct
their curriculum not towards communication but towards the learning of the grammatical
«

rules of English (Oxford & Park, 1998).
At many Korean Universities, the study of English is mandatory for freshmen.
Because most students already come with an intermediate level of reading
comprehension, the majority of freshman English curricula extend this level by providing
students with more advanced level of reading comprehension for the first year course.
However, this trend has slowly changed because the job market has placed increased
demands for more than grammatical and reading comprehension skills. Companies have
begun to favor applicants with communicative abilities either in spoken or written
modalities.
Given this new emphasis on communicative language abilities, the Korean
government is trying to innovate the EFL curriculums of elementary school, middle
school and high school levels. Under the seventh education curricula policy, with strong
government support, English will be taught at all levels for an increased number of hours.
(Kim 2000). Teachers are expected to instruct only in English and this is currently a big
dilemma for most English teachers. (Li, 1998; Daily Chosun, Mar. 3, 2000) For the most
part, English teachers have not been prepared to speak English. Most were taught how to
teach grammar (Farrell, 1998). Although the government has focused on designing a
curriculum to enhance the ability of practical, spoken English, a major problem lies in
understanding how classroom interactions will change. How will teachers reconfigure
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their classes? How can students learn in these classes? Since most high school teachers
who have graduated from various teacher colleges have not received sufficient practice
and training to be able to teach the new curriculum, and as many college students have
received training which emphasized teaching English grammar through translations (Li,
1998; Farrell, 1998; Sung, 1994), there is a need for local case studies that focus on the
teaching and learning of English as foreign language.
The Korean English education system from elementary school through high
school is undergoing changes at the same time. Therefore, it is vital for colleges and
universities as they recognize the growing importance of the English curriculum in the
higher education institutions to understand how interactions between teachers and
students affect the learning of English in CLT classroom.
Purpose of Study
My ethnographic study examines how students experience CLT classroom tasks,
particularly how they face challenges and how this experience affects learning English. I
focus on students in their first semester of learning English as a foreign language (EFL)
classroom in Korea because I wanted to identify challenges for these students as they face
English for the first time in their lives as the medium of instruction. I wanted to
understand what kinds of difficulties they experience in coping with potentially culturally
conflicting pedagogy. My research questions are:
1. How does students’ previous educational and socio-cultural experience
influence their learning experience in this particular EFL class?
2. How did students’ tensions, identities and power relations of among
themselves during group work affect language learning through interactions?
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3. How did an “English only” classroom rule affected students’ participation,
interactions, identities and learning?
Through this study, I hope to have a better understanding of the group dynamics
within an English medium EFL classroom. Because of access issues and the sensitivity of
these issues in teaching and learning, I undertook this study in my classroom where I am
the teacher. In this way, I can also examine my practices to use the language dialogically
for socialization and academic purposes. With this understanding as a teacher and a
researcher of English, I hope to create better curricula that can help inform other
ESL/EFL educators about the cultural factors that are significant in a target language
medium of instruction with students new to these constraints. I also want to critically
reflect on my role as a globalizing agent and draw insights that may be helpful in
examining the responsibilities of teachers to their students.
Significance of Study
This study will contribute to the field of TESOL and applied linguistics by
examining how “target language only” policy driven by teachers who are educated in
English dominant countries spread technologies of teaching to their classroom context
could affects learning in an education system heavily Confucian principles. There are
very few studies published on Korean English classroom context as of 2002 and no
published ethnographic research studies focused on group work in depth (See review in
chap. 2). The existing studies focus either on surveys or opinions. Therefore, the existing
studies do not analyze students’ voices in understanding how group work affects students
in East Asian cultures. Additionally, from my literature review (see Chaper 2) I learned
that the existing research studies conducted on the effects of globalization have only
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focused on the macro level, not from the micro level classroom culture. The findings
from this study potentially inform ESL and EFL teachers about their actions that further
effect of globalization’s permeation into the classroom and its impact on students’
sociocultural learning experiences.
Last, my research expands on Engestrom’s (2001) current activity theory by
analyzing the activity system with multiple layers of perspective of multiple activity
systems with each student’s multiple voices. Each student’s voices are identified through
critical discourse analysis of data from group interactions. Therefore, I also address the
existing problematic gap in activity system theory by including both analyzing both each
individual’s level and the larger activity level. The information provided by this study has
significance for educating the potential teachers in schools of education.
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CHAPTER 2
LITERATURE REVIEW
Introduction
In this section of the literature review, I present a picture of how globalization has
affected the spread of English and how that has affected instruction of English as a
foreign language. In particular, I will discuss how ideologies in contexts other than Korea
have affected ESL or EFL learners. I searched ‘ERIC’ database with combined
descriptors as “globalization” and “English education”. However, most studies do not
address classroom issues from the micro level. Instead, most studies focus mainly on the
macro level of policies, politics and social factors relating to power issues globally. A
considerable number of conceptual studies present issues regarding different types of
spoken English that exist in the world. Others focus on how globalization of English had
powerful impacts on the local cultures. The major issues discussed in this literature
review are “English and power,” “influences of globalization in EFL settings,"
“hybridity,” and “varieties of English.”
English and Power
The first strand of research and conceptual papers on English and globalization
concerns power issues surrounding the concept of English as a global language around
the world. In his article, Cooke (1999) argues that being able to speak English is a symbol
of power. Power is exerted from those who possess the ability to those who do not. “The
dominance of English confers a powerful benefit on those who are fluent in the language,
makes doubtful the role of those who are less than fluent, and excludes those who cannot
use it” (Cooke, 1999:422). He asserts that English teachers should examine the value of

18

the content of the materials we use and help students to have critical perspectives on
issues. Skutnabb-Kangas (2001) goes further by asserting that globalization of English is
a “linguistic genocide” where the mother tongue is discouraged in different parts of the
world. The globalization of English is viewed as a form of colonization and the author
asserts that keeping the mother tongue should be enforced as a human right. Another
study related to human rights is Phillipson’s (1998) article, which argues that there is
evidence of linguicide of foreign languages by English and other dominant languages. He
goes further in his next article stating (Phillipson, 2001) that in order to fully take
advantage of globalization, each country should learn English as an additional language
after the mother tongue and not to the extent that it endangers one’s native language.
The articles I examined above all have a critical perspective on the effect of
English as a global language. They all problematize the power of English and how it
could be detrimental to countries where English replaces the use of the native language in
educational settings. It seems inevitable that those who become able to speak English
fluently as a foreign language could change power relations, further stratifying the social
system
Influences of Globalization in EFL Settings
Influences of globalization in school or EFL classroom settings have various
cultural and teaching implications. Various articles discuss how English learners have
adapted themselves through hybrid language practices and different methodologies to
meet the needs growing global competition.
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English for Social Mobility
One study that discusses issues of globalization from the micro level of classroom
setting is Lin’s (1999) article on the post-colonial EFL classroom in Hong Kong. It
discusses the importance of English for social mobility. Moreover she provides details as
to how difficult it is for working class students to learn English but much easier for upper
class students due to Bourdieu’s (1977) notion of “habitus” in which students build
“cultural capital” through their living environments. The researcher found, however, that
through alternative creative, discursive practices by teachers such as re-designing the
curriculum and lesson plans to be adaptable to students with less English exposure, there
is a chance of transformation in the students’ habitus, which could lead to students’
learning of English and social mobility in the future. This research article stresses the
need to examine how schooling can be changed to create wider access to social class
differences affect learning English. Lin argues that a teacher can make the difference and
help under achieving students by assessing and providing their needs through creating
adaptable curriculum.
Hybridity
Another strand of literature on globalization in EFL setting concentrates on
hybridity relating to language practices, culture, identity and texts. Several research
articles conducted in schools of different parts of the world portray the concept of
hybridity as a methodology for cultural adaptation of the globalized world. First of all, the
best study that described hybrid language practices in a classroom was by Sullivan
(2000). Her study described how the western methodology of CLT clashed in a Confucian
influenced classroom. However, the students found ways of appropriating it by “language

20

play” which is a common language practice in the Vietnamese culture. This cultural
language practice enabled the teacher to incorporate it into the lesson plans thus
promoting it to mediate the learning of a foreign language.
Volk’s (2000) article discusses how globalization that has caused a hybrid culture
for Lebanese teenagers at an American school in Lebanon. The researcher found that
students “appropriate foreign cultural forms in the context-specific ways, which makes
them creators of new culture” (Volk, 2000:2). Thus Lebanese teenagers who had lived
abroad created hybrid identities and ways of thinking (e.g. adaptation of hip hop culture
among teenagers, mixing English to native language) that could be appropriated both in
the Lebanese culture as well as in the culture influenced from globalization. Another
study relating to hybrid identity is Biava’s (2001) paper which discusses the identity
construction of post-communist Hungarian university students. The researcher asserts that
Hungarians conscientious of constructing new identities to meet the criteria of being part
of the global world and the importance of learning English.
The research articles examined on hybridity depict how different people in
different cultures adopted English for themselves by constructing hybrid identities,
language practices and culture. Interestingly, research in the EFL setting views the effect
of globalization as adaptation or creation rather than assimilation or resistance. At the
time of my research there were no research articles from the classroom level that
discussed conflicts and tensions due to cultural clashes resulting from or linked to
globalization.
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Recognition and Use of Multilingual Varieties of English
One of the most discussed issues regarding the effect of globalization in English is
the spread of varieties of English. This is becoming a very significant issue for countries
that formerly colonized by England. The studies I review in this section argue for validity
and the rights for the non-American and British varieties of English created through
colonization.
Gupta (2001) in her conceptual article argues that we have to recognize different
types of English that exist in different parts of the world. Countries such as India,
Singapore, and Nigeria where English is used as an official language have their own
norms of English usage. The author asserts that we should teach English to students
considering the local context of their realistic usage of English as opposed to teaching
standard American or British English that is far from their reality. Gupta seems to be
resisting the second wave of colonization, which might be characterized as linguistic
colonization and enforcing the validity of the varieties of English in different countries.
This study supports my research findings that direct import of Western teaching approach
and language usage may be inappropriate but rather, need to consider the context and
culture (school policies, educational values) of the teaching taking place.
Rubdy’s article (2001) discusses the Singapore government’s language policy and
movement to eliminate the use of Singlish, the non-standard version of English with a
combination of Malay and Chinese words. Rubdy asserts that Singlish could be the
language that could bring cohesion to the multicultural country with Chinese, Malay and
Indian populations. However, due to the hegemonic forces of globalization, Singlish is
seen as an obstacle to the country’s economic and political competitiveness by the
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Singaporean government. Rubdy also tries to resist the British linguistic colonization and
criticizes the Singaporean government’s policy on language that might possibly intrude
on personal preferences and freedom on how to speak. This article informs how from a
governmental level, more value is placed on certain types of English (British, North
American) in order to prepare the citizens to be more globally competitive, thus creating
another level of hierarchy. Such phenomena can be seen in many countries, including
Korea, through vast educational policy changes to prepare the citizens for the globalized
world, particularly as we see its effect penetrating into the university level English
curriculum.
In his conceptual paper, “The future of Englishes” (1999), Crystal argues the
importance of devising pedagogical policies and practices in teaching English that have
global intelligibility and at the same time, the importance of recognizing the diversity of
English language usage. Crystal tries to situate his argument from a neutral stance where
he advocates recognition of other types of English under the condition that the language
can be understandable globally. However, his stance seems to still devalue the type of
English with a non-native accent or different grammatical structure, implying that they
are unintelligible to people outside of the countries where the variation of Englishes are
spoken.
Another article concerning the variety of English is that of Bamgbose (2001), who
discusses the problems Nigerian English is facing. He reports that the standards of
Nigerian English are falling and that only 9.7 percent of college-bound students get a
passing grade for college admission. The author argues that researchers must seek
solutions to bring up the standards by providing students with improved materials, better
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classroom instruction, and a change in government policies to recruit qualified teachers.
Bamgbose’s argument on deteriorating standards seems to be made from a technical
perspective of inadequate resources that account for low achievement. He therefore
appears to advocate for standard English as the official second language. He does not
discuss, however, how language use is influenced by pre-existing differences in the social
level nor in the bigger picture of the social practices of Nigerian use of English other than
within the educational institution.
All the articles I included here discuss problems regarding government policies
and the global preference for including standard English as part of the educational system.
According to these articles, many policies seem to support the notion that having a
country’s own version of English is considered harmful to the country’s education and to
the national competitiveness. Through the articles, it was quite visible that countries
adapt varieties of English to politically align themselves to the either the United States or
Britain. As each national education system takes up a role of enforcers of English
standards, these articles reveal how United States and Britain can influence a country’s
policies and how they can affect the type of English students learn.
Synthesis
Studies and conceptual articles reviewed in this chapter discuss the significance of
English which seems to have greater importance as the world rapidly becomes globalized
by educational policies. Historically this has happened through colonization and new
economic colonization through the World Bank and OECD. There seems to be an
understanding of governments’ enforcement of selected practices in English education to
promoter a variety of English that is a legacy of colonization despite their local variety
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and culture. These countries are either under the World Bank's influence or members of
the OECD. Instructional practices emerge to handle these burdens, creating hybrid new
ways of using English.
Given that policies even when implemented provide great potential for
instructional practices conflicts between English and national language classrooms
affected by globalization, for a Korean EFT. classroom that has been greatly influenced by
both the World Bank and the OECD, the picture may be similar due to social
stratification and how each student’s learning experience could be different according to
their social class and background. On the other hand, the picture may be different from
the articles presented since there is not a legacy of English domination, in Korea, in
particular where there is a single variety of English dominance imposed present in cases
worthy of examination. The existing articles informed me of the issues derived from the
broader societal level through globalization which can relate to my research on how
cultural issues and government policies can influence English curriculum from the
institutional level as well as the language practices of students within the English
classroom.
However research on actual classroom settings examining the effects of
globalization are under represented in the field of applied linguistics. I was hoping to find
qualitative research studies that addressed how globalization has affected interactions
through discourse analysis and interviews with students. Nonetheless, most studies have
dealt from the macro level and lack “thick descriptions” (Geertz, 1973) and evidence
from the micro level of classroom interactions and culture. Studies relating to hybridity
take on a positive perspective toward globalization of English but studies that deal with
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the power of English and varieties of English take on a very critical perspective toward
the current phenomena of English becoming a global language. There is a definite need
for more qualitative research studies that can investigate the effects of globalization in the
classroom culture relating to students’ learning experiences.
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CHAPTER 3
THEORETICAL FRAMEWORK
Introduction
As discussed in Chapter 1, employing western notions of the communicative
language teaching (CLT) approach to Korean EFL classrooms can pose some problems
due to conflicting educational ideologies derived from traditional Confucian values. In
this chapter, I research how through globalization, naively brought in western notion of
CLT and Vygotskian approach of language teaching might create a major impact,
resulting in tensions and conflicts in a Korean EFL class.
In the first section of this chapter, I describe how the conflicting values on
classroom activities and roles of teacher and students could emerge by examining the
sayings of Confucius. I explore basic Confucian philosophy and implications they might
have on the Korean education. Given that the Analects of Confucius was documented
centuries ago, the review is a based on the philosophy which has evolved to different
versions of Confucianism in different East Asian countries. The purpose of this section is
to go back to the very roots of the philosophy and try to relate to how it might have
penetrated into the Korean culture of an educational setting. It was, however, very
difficult to find qualitative research studies that focused on practical application of
Confucian practices in the current Korean educational setting. There are conceptual
articles and books based on Confucian philosophy but none that directly trace these
philosophical underpinnings in classroom instruction and learning. Therefore, I examine
the Confucian philosophy and its influence on Korean education based on a review of
conceptual studies.
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Confucian teaching identifies what it means to be an educated human being. The
basic principles consist of the concepts of filial piety, respect for hierarchy and pedagogy
for learning and teaching derived from the Analects of Confucius (Cai & Yu, 1998;
Hinton, 1998; Waley, 1938). As is true in many civilizations, no matter how modernized
a country may be, centuries of tradition and culture embedded in family customs and
social practices cannot be changed easily. So many of the principles endure as a myriad
of interpretative resources upon which people draw.
In the second section, I explain how language learning from sociocultural theory
might be relevant to ESL and EFL classrooms when trying to understanding the language
learning process. Sociocultural theory emphasizes interactions as the main factor in
human developmental process, especially in language learning. Although the CLT
approach to language teaching puts interaction as the focal point of activities, the theory
does not account for how language learning occurs in a cultural context. Therefore,
examining Vygotskian theory serves an important tool to understand how learners in a
communicative classroom make sense through their interactions. Accordingly, a learner’s
ability in a foreign language is greatly influenced by the environment in which the learner
grows in and currently finds him or herself. In this section, I will demonstrate how a
person’s sociocultural background and the learning environment influence how a learner
approaches language learning. Vygotsky’s theory of socialization and interactions in
language classroom provides insights for my research on English language learning in
Korea. As the different tasks and activities students experience challenges them, we will
be able to see them responding to and creating hierarchies according to what is afforded
by the institutional setting.

28

Vygotsky’s premise is that learning is a social process. (Vygotsky 1978). This
part of the literature examines the five areas that are crucially related to language
learning. The first area identifies the importance of cultural signs and tools in relation to
human mind and action, which affects how we act and think. The second, the general
genetic law of cultural development is where one’s thinking and learning through social
interactions serve later internalization of these. This internalized process, the third area,
is what Vygotsky calls the higher mental function. The fourth area of importance, the
genetic domain, is where Vygotsky provides research methodology where one could
understand the basis of a human mind through various research methods. (Wertsch 1991)
The fifth area reviews problems posed by various scholars in the field with defining a
unit of analysis.
The theory of higher mental functioning was reshaped and redefined by Leont’ev
as activity theory. He encompasses Vygotskian theory of the higher mental functioning
but focused on concrete activity in everyday life. Leont’ev argued that Vygotskian theory
was far too abstract and based on consciousness. Therefore, he wanted to theorize using
concrete life experiences what is now called the activity theory based on motives, goal,
task and actions that result in learning (Leont’ev 1978). I will describe the activity theory
and its relation to Vygotsky’s original sociocultural theory and examine the relevance of
language learning. The next generation of activity theorists such as Engestrom went
further and expanded the theory by employing critical perspectives in conjunction with
multiple voices and multiplicity of activities. This theory provides a good framework for
researching contexts where culture clash and multiple goals exist.
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As a teacher, I have been a strong believer in Vygotskian theories and advocated
language learning through interactions. While I readily recognized Vygotskian
sociocultural theoretical influence, I did not recognize my own Confucian predisposition.
Therefore, when I tried to implement a curriculum based on Vygotskian notions, it
caused unexpected tensions. Previous to this research, I was not aware of the extent of
conflicts that could arise through implementing my curriculum. However, by engaging in
this research, I came to develop more in-depth understanding of my students’ experiences
as well as my own, which helped me to see what might have been happening within the
group. In order to understand these tensions, I had to review how Confucianism had been
operating in the mainstream Korean culture through my own interactions with students
and their interactions with each other.
Confucianism in Korean Context
Korea has been greatly influenced by Confucian beliefs in the area of education
and personal relationships. Today, it is considered the most Confucius influenced country
in all of East Asia. Confucian beliefs have permeated the culture through family
traditions for generations and these values have been kept and practiced throughout
modem Korean families (Koh, 1996). As Keum (2000:41) describes:
Because at the beginning of the seventeenth century, Neo-Confucianism
developed with special emphasis placed on the study of etiquette. NeoConfucianism studies concentrated on family rituals. The period saw the
popular cultivation of etiquette and came to exert greater influence upon the
common people’s lives. The code of etiquette varied somewhat between the
different strata of society, but it was widely practiced by most of the
commoner families. Despite the differences in application all practices were
founded on the same principles.
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Thus, children who grow up under parents who had strong Confucian values might learn
the social practices and codes of conduct toward family members and other social
relations. As with any ideology, the degree to which one believes in Confucian ethical
codes might vary according to the environment an individual grew up in or the choices
he/she makes.
Recordings of Confucian influences in Korea from the period of three kingdoms
(Kokuryo, Baekje, Shilla) date from 4th to 10th century. Little is known about how and
when Confucianism was first introduced to Korea, but historic recordings and artifacts
suggest influences it had on political and educational practices. It was in the united
period of the three kingdoms, the Koryo dynasty (10th -16th century), that Confucianism
was actively studied and gained prominence as a mainstream philosophy. According to
Hwang (1995), this period provided a firm ground for Neo-Confucianism to flourish in
the Chosun dynasty (16th- 19th century).
The current Confucian practices influencing 21st century Korea have derived
mostly from the Chosun dynasty. The first phase of Neo-Confucianism called
“Sunglihak” was originally adopted from China’s Song dynasty, structured by Chuja and
then further studied and theorized by various Korean scholars. The philosophy was based
under two important elements, “Li” and “Ki.” Li is considered the reason, elements of
rules. Ki, on the other hand, is the energy that houses the Li and enables it to surface
through physical existence. Therefore Li is the physics of all things and the law of nature
and at the same time, humans’ way of reasoning. In other words, Li is a moral code
understanding human actions. Ki, on the other hand, is the basis of structuring all living
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things and at the same time the basis for structuring the human society (Chung, 2000;
Park, 1993).
Various scholars tried to theorize the functions of Li and Ki that affected human
lives in the Chosun dynasty. Scholars of Sunglihak studied and wrote about political
applications for the King and at the same time, wrote books that affected practical daily
aspects of human throughout the different classes. Soh Hak and Kern Sa Rok were
representative of such books and helped Neo-Confucianism to be established within the
culture (Doh, 2000).
Until the Korean phonetic alphabet was invented in the fifteenth century,
Confucianism was studied and practiced by few scholars and the elite of Korean society.
Only privileged upper-class people had access to learning by Chinese scriptures.
Therefore, before there was an alphabetical system, most common people were illiterate.
In the fourteenth century, the government started publishing books by mass production to
distribute education to the majority of the population to spread Confucian teachings.
Confucian philosophy teaches that a moral education can raise individuals to become
noble men (ideal, responsible adults), thus creating order within the family, which then
extends to the community and finally to the nation. Since the 1500’s, Korea has
maintained a high literacy rate due to an emphasis on learning and knowledge acquisition
for the mass majority of citizens (Yum, 1987; Choe, 1972).
Korean people have continued to follow the teachings of Confucius up to the
twenty-first century and still might abide by the basic principles in everyday life. Use of
the honorific system in conversations, strong parental influences on children, values of
education and general social relationships, to name a few, are practices that Koreans
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engage in on a daily basis to varying degrees. According to Confucian principles,
individuals are encouraged to learn and cultivate themselves, along with refining social
morality, thus becoming truly noble men. There is a heavy emphasis on valuing family or
clan rules, asserting male authority and recognizing membership in a social class
membership.
In terms of the concept of filial piety, showing respect for parents is extended
toward rulers, teachers, elders, and worshipping ancestors with appropriate rituals and
rules. According to these value systems, interpersonal relationships within the academic
community are highly hierarchical, which affects various types of interactions including
male versus female interactions (Lee, 1999).
In a higher education setting, the strict codes of Confucian ethical principles
become evident when younger faculty or junior students comply with and show deference
toward senior faculty or senior students. In teacher-student relationships, the teacher
holds the authority equivalent to parents where their role is to provide teaching, advising,
and counseling with guidance for the moral development (ibid).
Countries strongly influenced by Confucian principles perpetuate a hierarchical
system in which all human relationships can fit. The most representative hierarchy is
constructed by differences in age and social statuses and ranks within institutions
(Scollon & Scollon, 1997). This belief still influences the educational environment in
present-day Korean society and affects relationships in the classroom. Interactions among
students in a classroom with diverse age groups re-create a hierarchical environment
(Yum, 1988) where older students are traditionally expected to play a more responsible
role and the younger to play obedient and respectful roles. This hierarchy exemplifies an
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idealized view of a relationship between junior and senior individuals according to
Confucian beliefs. The Korean language’s honorific system forces speakers to recognize
to whom they must use the honorific system according to the age, status and relations.
Although honorifics are generally used for speaking to a stranger or someone who is
considered distant, the basic language system reflects the society’s recognition of a
hierarchical system in society.
However, current adherence to these social practices may be in the process of
changing, depending on the person and context. The relationship between students and
teachers is especially significant because the teacher as the authoritative figure represents
power and knowledge and students are expected to comply with the teacher’s rules and
directions. This belief is reinforced by Confucian values regarding education and
educators.
In the Confucian belief system, education is a highly regarded medium for
becoming a noble person. Therefore, Koreans highly respect scholars, teachers, and
education because of the prestige accorded to these professions. University professors are
especially regarded as the most highly esteemed because they represent an idealized
noble person (Kim, 1996). Although opinions about the status of teaching profession
have changed, due to the prevalence of low salaries and corruption, in general, teachers
still have been recognized as authority figures who are respected by society.
In order to understand the influences on Korean education, it is necessary to
review the basic philosophy of Confucianism as it had been recorded in the Analects of
Confucius. The Analect is considered equivalent to the bible in Christianity where
Confucius’ disciples have recorded his teachings. Confucianism has evolved over time
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and had been adapted to different Asian countries in different forms. However, the basic
teachings have derived from the Analect as the root of the religion. Confucianism in
Korea had also evolved due to influences of political, religious and philosophical
movements. For these have influenced how families practice these ideologies. In my
research, I try to relate the Confucius sayings from the Analect to my understanding of
how some ideologies might have affected my classroom and my students.

Confucian Philosophy
Confucian philosophy emphasizes human relations in accordance with sets of
rules and codes that need to be applied to different types of relationships.
Confucianethics rules the social order of activities and relationships. Thus, Confucianism
could be said to be a philosophy of humanity (Yum, 1987). The purpose of this section is
to explore the roots of Confucian beliefs that date back 10 centuries. I document sayings
from the Analects of Confucius and relate them to possible influences in the current
Korean context. By deliberately trying to identify the historical roots of this philosophy, I
seek to develop an understanding of how Confucianism might have influenced and
evolved through Korean culture.
Confucianism emphasizes four natures of humans that bring out the qualities of a
noble or ideal person. They are righteousness, propriety, wisdom and most importantly,
humanism. By contrast, it is believed that there are seven human characteristics that
hinder one from pursuing a life guided by the four core principles. Joy, anger, sorrow,
fear, love, hatred and desire are the qualities that need to be suppressed, while cultivating
and exalting righteousness, propriety, wisdom and humanism (Yum, 1987).
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In Confucianism, an ideal person is a person of humanism, a quality that is
thought to distinguish men from animals. Humanism can be demonstrated and practiced
through relationships. Thus, humanism is believed to be not universalistic but
particularistic according to with whom one interacts and in what context. As a result,
interactions in countries that have been influenced by Confucianism are structured
through certain rules and codes depending on the status of interlocutors in a particular
context (Yum, 1988).
Hierarchy
The issue of hierarchy might be one of the most crucial aspects in a Korean
classroom. The relationship between the student and teacher and students among
themselves might be strongly affected. Age distinguishes one level of hierarchy among
classmates. The older one is the more one is accorded with social status.
Ethical codes specifying conduct according to the social status of the person are
evident in several different parts in the Analects. The majority of aphoristic examples in
the Analects are given to distinguish one’s civil servant identity in relation to the
government. As being a civil servant was an ideal job, status was earned and conferred
through this mechanism. Upper class children and adults until the 14th century studied the
Analects as a means to prepare for entrance examination of government positions.
Therefore, offer some quotes test questions about behavior in such situations. Respect for
the superiors is emphasized as in this example from book 2:20:
Kang Zi asked: “Letting the people respect superiors, be loyal and diligent,
how do I do that?” Confucius said: “You treat the people with solemn, then
the people would respect you. You respect the elders and love the young,
then the people would be loyal. You appoint the good persons and educate
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the persons without the ability, then the people would be diligent”(Cai & Yu
1998:16).
Respecting elders regardless of whether they are one’s own parents or not is a
norm of the hierarchical system that obligates the younger person to show deference to
the elder person. In book 14:44, Confucius highly criticizes a younger person for
assuming privileges reserved for elders. As in the example:
A boy from Chueh village had been hired as the Master’s messenger. Asking
about him, someone said. Is he making progress? I’ve seen him sit and walk
among his elders, replied the master, as if he were already their equal. He has
no interest in making progress. He wants it all right now. (Hinton 1998:167)
This criticism implies that the young boy does not have the proper disposition
toward learning and demonstrates a lack of respect to assume that he is permitted to sit
and walk with the elders. The elders in this situation must have been someone of greater
age or education and thus, it was inappropriate for the younger person to be engaged in
the same activity as the elders.
Confucius repeatedly stressed that a man’s duty is to serve the superiors of the
nation and parents. In the book 9:15, Confucius himself reflects upon his conduct in
different social contexts.
The Master said, I can claim that at Court I have duly served the Duke and
his officers; at home, my father and elder brother. As regards matters of
mourning, I am conscious of no neglect, nor have I ever been overcome with
wine. Concerning these things at any rate my mind is quite at rest. (Waley
1938:142)
According to this verse, Confucius cites examples of righteous behavior by serving
respectfully to his superiors, parents and older brothers, his behavior at funerals and his
ways with drinking.
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A hierarchical system in the Korean society was emphasized due to NeoConfucianism’s beliefs in social stratification according to one’s class and role within the
family and society. The class system was justified according to the ideology that
recognition and differentiation of high and low status brought harmony and maintenance
to the country with dependence on strict moral codes and restrictions to the people (Park,
1993).
During the Chosun dynasty, the book So Hak was influential in spreading a
philosophy that prescribed the rules and moral codes obligating all “good” citizens to
follow as basic education. The book included strict rules for application to practical life,
especially regarding the maintenance of hierarchical relationships. The moral codes of
conduct were applied not only to the king and scholars, but to ordinary people as well
through mass distribution of the version translated from Chinese to Korean ini 515 (Doh,
2000; Lee, 2001).
Confucius’ teachings explicitly value the social hierarchical system and consider
the codes of conduct accordingly as the base of humanism. Although the sayings date
back centuries, this hierarchical system still exists in Korean society in varying degrees.
Respect for elders according to age and social status is important outside of the home but
there is even stronger emphasis on the code of conduct inside the home where filial piety
is considered the pinnacle of all virtues (Waley 1938).
Filial Piety
The core of Confucian teachings might also be reflected in the educational setting
where a teacher might be thought to be an absolute authority figure and students the
followers of knowledge and guidance. It is through filial piety that the status of a teacher
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might have been allowed to become almost equal to that of one’s parents. Filial piety is
believed to be the quintessence of humanism in Confucian teachings. Filial piety
originally meant piety to dead ancestors or parents. However, in the Analects it also
includes piety towards parents who are currently living (Waley 1938).
The most basic and essential relationship for a person is considered the
relationship with one’s parents. It is the grounding base for other forms of relationships.
A man of humanism who has practiced and values filial piety is thought to be able to
extend the respect beyond his own parents and siblings, regardless of whether they are
someone else’s parents. Therefore, it is through filial piety that one’s humanism can be
reflected and practiced (Yum 1987).
Filial piety is extensively discussed in Books 1 and 2 of the Analects. An example
from Book 1:2, discusses the basic form of humanity.
Master you said: Somebody who respects filially the elders in their behaviors,
but like to oppose their superiors, are few. Somebody who does not like to
oppose their superiors, but like to make troubles, are never seen. A
gentleman eyes the groundwork, because the way is forming when the
groundwork is set up. To respect filially the elders, it is the groundwork of
benevolence. (Cai & Yu 1998:2)
One who has respect for elders in other words can have the characteristics of
kindness and generosity to all mankind. Here, filial piety is viewed as the fundamental
quality a man should possess to become true noble-minded.
Confucianism emphasizes that children should retain absolute obedience toward
parents. The issue of rebellion is raised in Book 2:5.
When Lord Meng Yi asked about honoring parents. Master said, never
disobey. In life, serve them according to Ritual, replied the Master. In death,
bury them according to Ritual. And then make offerings to them according to
Ritual (Hinton 1998:12).
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Another example of obedience is in Book 4:18, in which although there might be
a difference in opinion, a son should still show deference toward parents even in
conflicting situations.
One should service the parents with the gentle persuasion. If one sees that the
parents do not take the persuasion in their mind, one should still respect
them, not rebel, and should keep working without any complaint. (Cai & Yu
1998:38)
In 1775, Duk Moo Lee wrote Sa So Jul a modem version of So Hak that outlined
the manners and rules of family life for scholars and wives. It became an important
reference for upper class and middle class parents on education within the family. The
book accentuated children’s duty to display filial piety and parents’ duty and
responsibility for providing education and love to their children. Lee addresses the
importance of having the spirit and mind of a scholar although one might have an
occupation of a lower class, thus extending his audience to more than just the ruling class
and contributing to the spread of manners and code of conduct within family life to the
masses (Doh, 2000).
Obedience between teacher and student is also emphasized in Book 2:9.
Confucius gives an incident with a fellow student.
Confucius said, I had talked with Hui all day; he never objected to me so that
he looked foolish. But I observed his private actions after he went back, saw
he could perfectly explore the true. I said, Hui was not foolish (Cai & Yu
1998:10).
When the student had complied with everything Confucius had said, Confucius
said that he almost looked too passive. However, through observing Hui’s interactions

40

and doings, Confucius realized that he was attentively following the teacher’s sayings
with obedience.
True filial piety is considered as the base for all human kindness, stemming from
respect and obedience toward parents then extending to other elders. The teacher is
therefore, ideally thought to be someone to whom students are always indebted for their
generous teachings and absolute authority. This belief toward a teacher automatically
might give them power over students.
On the contrary, there are debates regarding the validity and practicality of the
theory of filial piety having the power to spread to society for love and respect of all men
in the 21st century (Kim, 2001). Conflicts between employer and factory workers in
disputes over salary negotiations and human rights cannot be solved through Confucian
beliefs of filial piety where employers should respect the workers by providing
humanitarian conditions and wages. The employees are also expected to abide by the
company’s rules and policies since the employer would be the person of higher status and
not question the authority and decisions (Lee, 2000). However, this type of dispute in
current Korean society has become a common phenomenon in the past ten years. This
leads to an assumption that Confucian influence on Korean culture is slowly lessening
and becoming more oriented toward Western ideologies and beliefs about logic and
reason (Kim, 2001).
In my EFL class, the group might have viewed me as the authority from whom
they had been used to taking directions and orders. However, my student-centered
teaching philosophy where students had to make more choices of their own might have
engendered conflict for students. Another aspect of my authority that might have affected
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the students could have been my data collection. As I had interviewed the students
regarding the class and their personal learning experiences, they might have felt
intimidated by the types of questions, thus providing me with information that might be
deferential to me or my feelings.
Against Criticism
Due to the nature of authority and status of being a senior as a student or as a
teacher, one is traditionally expected to maintain propriety at all times under Confucian
beliefs. This factor might be important in an academic setting because students are in
competitive, relative grading environments where extreme sensitivity exists in anything
related to grading. For this reason, both seniors and juniors might be careful and prone to
various types of competition.
In classrooms, according to Confucian teachings, older students are expected to
have more knowledge and to lead their fellow younger students. This equates age with
more experience and holders representative of knowledge. It is important for seniors not
to lose this ground by being criticized blatantly (Flowerdew, 1998). Given the potential
belief, in a language classroom older students may avoid speaking on uncertain issues or
providing answers to prevent embarrassment in the presence of younger students. Such
reluctance might apply to teachers as well. Students might question the teacher’s ability
if he or she is unable to answer questions. As shown, believing that one is more capable
and has more knowledge can put a lot of stress on older students as well as on the teacher
in a classroom setting. To lose the status and respect of younger, supposedly lower status
individuals is a high price to pay and is difficult to accept.
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Being critical is considered as showing a negative attitude toward learning
because it is a fault for one who is not fully knowledgeable to make such remarks
(Tweed & Lehman 2002). According to Confucius in Book 16:2,
If the world is on the right path, the political powers are in the hands of
senior officials; if the world is on the right path, the common people do not
criticize (Cai & Yu 1998).
The common people here are indicated as people who are not directly involved in
politics and are not knowledgeable enough to make criticisms. Confucius also gives
another example about his own attitude toward learning in Book 7:28:
Confucius said, “There probably are those who do not know how to do
something, but do it. I am not such a man. I listen more and choose the good
to learn; I watch more and understand it. My knowledge comes from the
second class” (Cai & Yu 1998).
Taking action before not knowing fully is looked down upon. Confucius emphasizes
learning through listening and watching. Through this process, one was believed to have
been attentive and ready to internalize the knowledge.
Kim (2001) argues that in current Korean society, we often find people engaging
in debate and using arguments that are well reasoned or using strategies to question
arguing through reasoning and questioning. He states that:
Traditionally, Koreans do not consider questioning as a good personality trait.
Questioning can be considered as criticisms, not compliments. Those who
avoid practicing questioning tend to be more accepted and popular than those
who like to question and reason. Traditional Korean culture, for not
accepting acts of questioning, might have contributed to Koreans’ low ability
to question and reason (Kim, 2001:68).
This social phenomenon is the result of Western educational ideologies of
reasoning through scientific evidence and logic that might be apparent to the younger
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generation. However, for older generations, the act of questioning could be regarded as
criticism that can lead to social conflicts in 21st century Korean society (ibid).
Based on these teachings, juniors need to be careful not to cause and to be
accountable for possible situations where their seniors can lose face by being questioned
or being vocal about a disagreement. This can lead to a possible consensus, where the
senior might be considered not competent enough, or not up to one’s standard if one is
not able to knowledgeably and logically defend one’s stance.
Individual Learning Through Great Exemplars
Promoting group collaboration among students could be considered a western
ideology of the classroom for two reasons. First, Confucius’ teachings do not emphasize
learning through collaboration. Second, emphasis on collective society has changed to
emphasis on individualism in modem society. Collaborative work in classroom activity
potentially creates conflicts of interests because many Korean students are taught to be
keenly competitive and to view learning as individual achievement.
The following paragraphs show how these two points are implied in the Analects.
Under Confucius’ teachings, true virtue and knowledge are learned through following the
footsteps of recognized great figures. One is expected to listen, watch and leam through
the examples from the teachings of great masters. It is believed that true virtue is already
known and the way to leam it is through an able teacher who can guide and teach the
students (Tweed & Lehman 2002). The teacher occupies a status as someone who can be
followed, leading to true understanding of knowledge and virtue. A teacher is also
recognized as the light of the heart, and therefore has extended responsibility not only as
someone who delivers knowledge but also as one who guides students’ lives through
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virtuous examples of life and knowledge. Therefore, the teacher is seen as a figure of
authority and respect (Oh, 1991).
Collectivism was applied to recognition of great scholars or figures respected by
society as a whole. It did not necessarily translate as congruence with cooperative
learning because the nature of Confucius teachings were dialogues between master and
students, not debates and discussions between students (Choi, 2001). Verses in the book
of Analects do not show any sayings of cooperative group work academically.
Studies indicate that students from Confucian-influenced societies prefer group
work due to collectivism in the culture (Nelson 1995; Lam 1997; Flowerdew 1998).
However, a study by Stebbins (1995) concluded that group work was not preferred
among Chinese learners. Sullivan’s study (2000) in a Vietnamese context indicates that
group work goes against Confucian values because the whole class is considered
collective, not divided small groups.
Children grew up in families with four generations living under one roof and
became part of the family identity, which further belonged to a community. Collectivism
was essential for preserving the way of life in both China and Korea because farming was
the main source of income and food. The community as a whole was considered one
entity. However, as modernization swept through Korea, drawing farmers’ children to
switch to more highly paid skilled labor, families gradually adjusted to becoming nuclear
in size. Therefore, the concept of collectivism changed to individualism (Hwang, 1995;
Kim, 2001).
The strong emphasis on listening, watching and reading in Confucian teachings
are individualized as students see teachers as models of knowledge who can offer them
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correct interpretations of Confucian teachings. The teachings of great exemplars were
then assessed through the highly competitive civil examination system which evaluated
individual understanding of Confucian teachings. The social trend toward families
becoming more nuclear might have contributed to students becoming more
individualistic, thus resulting in students favoring individual work over collaborative
activities. Therefore, it is important to recognize that some students from Asian countries
with influences of Confucianism might not be comfortable with group work because the
formal education system is heavily dependent upon teacher-fronted classrooms without
overt cooperative or collaborative group activities in class. Students are also familiar
with individual grading systems in which their single effort is assessed contrary to group
assessment. Collaborative group activities may occur more frequently in out-of-class
activities that do not involve academic outcomes or assessments.
In the case of a university level EFL classroom, students might experience group
work for the first time. This experience might bring about resistance and conflicts of
interest due to needs to negotiate responsibilities among themselves in public or in class.
Written vs. Verbal
In the Confucian tradition, writing was valued over speaking. The masters and
teachers spoke more as they lectured in their class sessions and as students took notes of
their great teachings. Hierarchically organized into levels, lessons were expected to be
mastered by students at each level of studies before attempting the next level. Through
student’s questions and teacher’s response to queries, learning was achieved. This was a
standard procedure in the Chosun dynasty schools (Kim, 1997). However, there are no
significant records that indicate values placed on interactions among students. This
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model contrasts with the western value of classroom education where the individual’s
voice is valued during group or whole class discussion. Confucian scholars read and
contemplate recorded words. In order to become a government official, one had to pass
written examinations on Confucian classics along with tests of composition and poetry
(Yum, 1987). Therefore, there was no emphasis on verbal assessment until one passed
the exam and was interviewed by authorities.
This traditional value on writing persists in the modem educational era and still
exists heavily in East Asian educational settings. Students assume that teachers should
speak while students take notes. This learning method might have been emphasized and
distorted when Korea was colonized by Japan. Due to the shortage of teachers and
Japan’s strict regulations on banning the Korean language in schools, teachers became
fearful figures of authority. Memorization with priority in learning competing ideologies
in place of Confucian philosophical issues restricted interactions even between students
and teachers. However, the classroom still remained a place of inculcating facts and
knowledge where teachers lectured and students listened and took notes. Even after
Korea was liberated from Japanese rule, due to shortages of teachers and the absence of a
public educational system, the American government decided to support the same system
and teachers. Therefore, influence from Japanese colonial education remains in current
Korean educational values (Chung, 2000; Kim, 1997).
In an EFL classroom where verbal communication between learners and other
learners is an important aspect of the curriculum, teachers might face difficulties when
expecting students to participate in oral communicative activities. Students show strong
resistance due to past experiences as listeners and to note taking learning strategies (Li,
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1998). The four focal students in my research expressed two levels of difficulties. The
first level was due to their limited English communication abilities and the second level
was on the discussion itself. Students had never been exposed to group discussions in
classes before, which caused additional challenges during group activities.
Concluding Potential Influences on Confucian Learning Ideologies
In light of the previous sections on historical significance of Confucian
philosophy and influence on Korean education, several assumptions can be made about
Confucian learning ideologies that could arise in my research context. Through
examining influences that can emerge from student’s previous educational practices:
1. Given the widespread regard for according status as one gains seniority,
managing learning becomes a higher risk. Learning can be challenged by
practices that do not adhere to preserving these relations. (Doh, 2000; Lee,
2001; Park, 1993).
2.

Students may view teachers as authorities that have the burden to carry out
instructions in student-teacher interactions and student-to-student interactions
may be considered less important to learning. (Cai & Yu, 1998; Oh, 1991).

3.

Senior students as well as teachers might be viewed as knowledge providers
(Flowerdew, 1998; Tweed & Lehman, 2002).

4.

Students may have preferences for demonstrating their learning in non¬
threatening ways to show individual accountability in public (Choi, 2001;
Stebbins, 1995; Sullivan, 2000).

5. Students may have developed skills in taking notes and writing in class and
not engaging in verbal interactions (Chung, 2000; Kim, 1997; Yum, 1987).
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Because Confucianism has deep roots in Korean social practices, it is difficult to
consider it a religion, although it has emerged as an integrated a way of life and value
system practiced within families and social relationships (Kim. 2001). As it is almost
invisible, I have made assumptions visible some that can be abstracted from what is
considered the Analecf s basic principles.
However, it should be noted that every family has different sets of values as
recent generations might have been affected by adaptation of Christianity, western
cultural values on family, education, life style, mass media, travel and other various
forms of social practices that might be part of our daily lives. Therefore, it would be
difficult to say that all Koreans possess or adhere to these assumptions about learning. In
my research, I identify these assumptions, potential influences that might affect students’
perceptions of interactions.
As examined above, the introduction of CLT also introduces oral communication
through tasks and activities that potentially conflict with traditional Confucian ideologies.
Because of the institutional contexts of language instruction and learning, additional
possible tensions may arise when a group of multi-aged students are taught together.
Given this historical context of globalization, Vygotskian perspectives of learning seem
well suited to exploring how students negotiate the new culture of an interactive EFL
classroom setting.
Vygotsky and Language
In this part of the theoretical framework, I explore the theories and research
studies that have portrayed language learning as a social process. Vygotskian theory
provides a framework to look at how language mediates learning and provides insight to
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educators on understanding interactions in a curriculum. However, the Vygotskian view
is but one perspective and does not provide the ultimate explanation of how language is
learned nor what would be effective in foreign language classroom. Vygotsky’s theory
has helped me examine language-mediated thinking and action in my classroom.
Vygotsky and Piaget offer two competing views on the function of language
learning in learning. Vygotsky critiqued Piaget’s theory on egocentric speech (Minick
1996). According to Piaget, the child displays egocentric speech as a reflection of the
inability to conceptualize others in essence due to egocentric thinking. As soon as
conceptualization of others occurs, egocentric speech disappears as one is socialized
(Wertsch 1985). Vygotsky, on the other hand, thought of egocentric speech as an
important tool of regulating actions that later becomes a significant tool internalized as
inner speech. One of the main differences between the role of speech in these two
theories is that for Piaget, the social world does not appear to be the origin of egocentric
speech, rather speech emerges individually separate from the social world. In contrast to
Piaget, Vygotsky views egocentric speech as emanating from social language and used as
a cognitive tool before it becomes part of the individual way of creating and shaping the
social world. Furthermore, for Vygotsky this speech does not disappear but becomes a
tool for guided higher thinking. The dichotomous nature of this theory on egocentric
speech and its relation to socialization in the field of psychology has made Vygotsky’s
theory of culture and socialization important for looking at cultural tools and context
when considering child development theory. This is a view that opposes the Piagetian
theory in which a child is conceived as an autonomous being developing without the
influence of social interaction. Vygotsky’s theory emphasizes the joint development of
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mind through interaction with others and through language, conflicting with Piaget’s
notion of individual development of cognition. Thus, Vygotsky identifies socialization as
a key to child development within a particular culture at a particular historical context.
Culture and Socialization
Within a sociohistorical context, every human being is bom to a family, to parents
of a specific country and culture. A person thinks, believes and acts according to the kind
of interactions afforded by the environments he or she grew up in. How much of this
history has influenced a person, differs from person to person. Vygotsky strongly
emphasized that to understand a child’s behavior, one should look at the biological origin
and the higher psychological function of the child when engaged in joint activity with a
more skilled interlocutor. Here the sociocultural factors are intertwined and inseparable
from creating a child’s history of behavior. It is during the early stages of childhood
where the cultural development has already taken place through tools and speech.
Therefore, one’s past experience as a child forms one’s cultural development as it shapes
and is shaped by one’s behavior (Vygotsky, 1978). Vygotsky’s views on cultural
development through one’s past history can be used in examining contact situations
where learning is expected to occur.
Vygotsky’s theory heavily emphasizes childhood experiences. One of the
criticisms against cultural development is that even beyond childhood, one can learn and
adopt new cultural development according to different experiences. Therefore, although
childhood experience is critical in forming one’s cultural development, there could also
be development beyond this stage even as an adult.
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In Vygotsky’s theory, culture is regarded as the very basis of all human beings,
influencing one’s socialization and thus dominating the formation of “mind.” It is
through this cultural background that a person is able to think and learn. One’s
experience of culture becomes a very significant background for socialization. Vygotsky
believed that a person’s thinking process or higher mental functioning is a sociocultural
act when a person is either engaged in a dialogic interaction with another person or even
when alone with cultural tools. We are able to think in certain ways because we interact
in a certain cultural environment and with the norms of that culture socially. In short,
everything that we believe that is cultural could be translated into being social because
one becomes cultured through socialization of various forms in the society. Through this
socialization one is able to think and learn (Wertsch & Tulviste 1996).
When we think of the classroom context in Korea, knowledge of our students’
cultural experience history enables educators to anticipate potential expectations that
students may manifest through language. As an example, each focal student’s experience
in class might differ according to their previous English education background, family
values, parents’ interest in education and perhaps their family’s financial situations as
well. A student’s academic practice might differ according to their past cultural
experience, and the challenges for educators would be in being able to recognize and
negotiate the differences with students to adjust mutually to allow their appropriation of
knowledge skills and tools provided by the curriculum.
In the field of second language and foreign language acquisition,
psycholinguistics research studies have concentrated mainly on quantitative analysis of
students’ inputs and outputs, analysis of an idealized predicted trajectory in language
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acquisition. Research from this perspective does not seek to understand how students’
cultural and social backgrounds become important factors in their learning process. By
taking into consideration students’ use of sociohistorical resources in the classroom,
researchers can identify how learning is being accomplished or hindered. In this aspect,
Vygotsky’s emphasis on sociohistorical resources brought by students allows recognition
of learning as an outcome of dialogic interactions. The dialogic interactions happening
within the classroom become important places where knowledge and learning potentially
occur.
General Genetic Law of Cultural Development and Higher Mental Functioning
Vygotsky’s general genetic law of cultural development explains how a human’s
mental functioning goes .through different stages before a learner can be said to have
learned, internalized, and created knowledge through use of language. Language here
builds an intrapsychological space where higher mental functions can take place. For
foreign language learners, both language and the mediation of the language’s ability are
important to examine in the instruction and guidance of learners.
Learning, according to Vygotsky’s general genetic law, occurs when learners
make use of signs and tools through social interactions, which transform conceptual
understanding at a higher mental functioning. According to Vygotsky, all social
interactions lead to higher mental functioning. He states that:
Rather, the very mechanism underlying higher mental functions is a copy
from social interactions; all higher mental functions are internalized social
relationships. These higher mental functions are the basis of the individual's
social structure. Their composition, genetic structure, and means of action-in¬
words, and their whole nature-is social. Even when we turn to mental
processes, their nature remains quasi-social. In their own private sphere,
human beings retain the functions of social interaction (Vygotsky 1981:164).
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Vygotsky also makes a clear distinction between lower and higher mental
functions. While lower mental function is considered as elementary perception, memory,
attention, higher mental function as cultural functioning appears through social
interaction after the lower function has been thoroughly altered and well arranged
(Kozulin, 1996).
In a second or foreign language classroom, students’ interactions through
language whether oral or written, are relevant and essential for scaffolding their thinking
and simultaneous use of the language. How this progresses from lower to the higher
mental functioning appears as they create and use language practice to construct
knowledge. Lower mental functioning occurs in repetition and cyclic activities created
for gathering information and then made sense through interaction. Over time
interactions in the target language with the teacher and peers in conjunction with
additional challenging demands in academic target language help learners develop
internalization, which potentially leads to higher mental functioning.
Vygotsky’s emphasis on socialization is influenced by Marxist theory, which
explains the individual as created due to collective internalized social relationships.
Thus, one’s being is constructed not individually but with the help of others through joint
productive interactions and socializations. From collaboration with other scientists,
Vygotsky constructed a general genetic law of cultural development. He claimed that
there are two different parts of psychological functions. Learners develop in both the
interpsychological p and intrapsychological planes. Through activity on these two planes,
higher mental functioning becomes possible. Vygotsky provides the following
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explanation of activity on these two planes, which results in the development of higher
mental functioning. According to his theory.
Any function in the child’s cultural development appears twice: first, on the
social level, and later, on the individual level; first, between people
(interpsychological), and then inside the child (intrapsychological). This
applies equally to voluntary attention, to logical memory, and to the
formation of concepts. All the higher functions originate as actual relations
between human individuals. (Vygotsky, 1981:163)
The external interaction with a person or a group, engaged in joint production and
guided by language, help development in the interpsychological plane. Here socialization
allows for a process that one goes through in order to reach a higher level, the
intrapsychological plane, at which one understands, memorizes and has mastered the
language or the signs that the interlocutors were engaged in. Wertsch describes this
process as:
In short, that in order to formulate a more comprehensive sociocultural
approach to mental functioning one should identify historically, culturally,
and institutionally situated forms of mediated action and specify how their
mastery leads to particular forms of mediated action on the intramental
plane. This amounts to extending Vygotsky4 s ideas to bring the sociocultrual
situatedness of mediated action on the intermental plane to the fore. It is the
sociocultural situatedness of mediated action that provides the essential link
between the cultural, historical, and institutional setting on the one hand and
the metal functioning of the individual on the other... (Wertsch 1990:112)
This process is, however, not something that appears immediately after social
interaction. Vygotsky states that:
The transformation of an interpersonal process into an intrapersonal one is
the result of a long series of developmental events. The process being
transformed continues to exist and to change as an external form of activity
for a long time before definitively turning inward. For many functions, the
stage of external signs lasts forever, that is, it is their final stage of
development. Other functions develop further and gradually become inner
functions. However, they take on the character of inner processes only as a
result of a prolonged development. Their transfer inward is linked with
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changes in the laws governing their activity; they are incorporated into a new
system with its own laws(Vygotsky 1978:57).
This theory supports the notion that the social activities do not automatically
become higher mental functions. (Wertsch 1991) The process of going through the two
planes of the general genetic law of cultural development allows the social cognitive
activity to become more meaningful and sophisticated in nature for an individual.
Therefore, looking for evidence of second language and foreign language mastery
immediately is a mistaken concept. Time for someone to reach the intrapsychological
plane with the new language that one has been exposed to and practiced will vary greatly.
If we apply this theory to the foreign language setting, a language learner through
an extended period of time will learn how to use the language for mediating higher
mental functioning if provided interlocutor with more expert others. When the students
are formed in dyads, triads or even more to participate in discourses in their target
language, they are engaged in socialization through mediation of semiotic tool (target
language). This then allows them an opportunity to actually practice using the target
language in context with peers and potentially enables them to go through the complex
stages of interpsychological plane to intrapsychological plane.
Through the various interactions, activities, readings and studying in class with
the teacher and the peers inside the classroom or outside alone afford foreign language
learning in the interpsychological plane level. Unlike second language learners who can
practice the second language in a real contextual situation outside of class, foreign
language learners have few advantages to practice their target language in the outside
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world. Therefore, more effort and time investment or a prolonged period might be
needed to be put-in.
It is not only after the extensive period that one is automatically able to speak a
foreign language. Different components of language along with its functions and
communicative ways could be learned in a certain period of time. What proves even
more challenging is gaining the competence to a level to understanding of the various
functions of the language, learning about the cultural norms related to the language and
internalizing all the information learned, which takes a long time to learn.
Vygotsky’s general genetic law of development helps the researcher to understand
what is happening to the students’ mental functioning when learning a foreign language.
This part however, might be difficult to research because it would take an extensive
period of time detail to follow the students’ learning process to see the shifts frim one to
another of the two planes. This area of research might be a possible field where
ethnographers could contribute their extensive qualitative research in following the
students’ learning process and examine the possibilities of higher mental functioning.
Signs, Tools and Mediation
In conducting research in a foreign language classroom, recognizing the signs,
tools and mediations would a part of analyzing the interactions and the phenomena
among the students and between the students and the teacher. This is an important
concept to understanding Vygotskian sociocultural theory where signs and tools are used
to mediate our minds. Signs and tools are products of the cultural and social world we
live in and are important components of our inner and external mental activity and
understanding such activities.
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Signs, also referred to as psychological tools, are anything intended to change the
mental functioning of a mind such as language systems and mnemonic techniques. Tools
are also referred as material (physical) tools that allow humans to take control of the
processes in nature. (Kozulin 1996) It is through the signs and tools that we humans
relate ourselves to the world we live in. Both signs and tools are made by ancestors of
different cultures inherited by each of the successive generation again after various
changes and amendments (Lantolf, 2000). We inherit the native language that we speak
(sign) and we also inherit the type of houses that we live in (tool). Parents teach children
moral values and customs (signs), as well as the traditional costume our great grand
mothers wore through language (tool). As time passes, the language that we speak
changes in grammar and lexicons and is then taught to our children. In this sense, signs
and tools are not static. They change in their form and values as the world evolves.
Vygotsky’s main interest in studying mediation focused on the communicative
activity of speech in the sign system. (Wertsch 1990) The language we use to interact
with one another is a process through which we form our thoughts. When applying this
theory into a foreign language classroom, the activity in a target language (sign) is the
mediation between the students trying to learn a language. Picture books for example
used in this form of activity function as a tool in assisting the language (sign) to make it
clearer for the children to understand the semiotic system (language). Learners might
think as they are speaking the foreign language and this speaking activity help them learn
through interaction in either a dyad or a group. Socialization in the classroom next, lead
to another step of mental process, which might be where they learn through the
interactions mediated by the signs. The signs and tools might be therefore, embedded in
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our everyday lives and in all of our social interactions whether they are for educational
purpose or purely for social purpose.
There are studies that put emphasis on various types of mediation. Usually, these
mediations were embedded within the context of socializations in the classroom.
Kramsch (2000) studied an intermediate ESL writing class provides an example of the
use of dialogic interactions using different types of semiotic choices or signs as
mediation. The purpose of her study was to give students the opportunity to be exposed
to different semiotic processes and helping students reflect on what type of semiotic
choice had motivated them. Then as a result of instruction, lead them to higher form of
mental development. She proposes that students are not only learning the linguistic form
of the language but are learning how to make choices of the various signs that they can
use to communicate and construct identities according to the different situations they are
put into (Private or public). This study goes beyond the traditional research of
psycholinguistics in a way that it not only proves language learning through interaction
but construction of self in relation to the activity, the other students who participated in
the activity as well as to the class.
Swain’s study (2000) examined the importance of collaborative dialogue in a
French immersion classroom and an ESL classroom. She conveys that dialogue plays a
role in constructing linguistic knowledge where the use of language and learning a
language could happen at the same time. Another point she makes is that language use
mediates the language learning where cognitive activity and social activity goes together.
Therefore, collaborative dialogue, as mediation gave the students the opportunity, to
problem solve and build knowledge.
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In another study by Sullivan (2000), language playfulness is perceived as a type of
mediation that leads students to learning language in a English as a Foreign language
classroom in Vietnam where communicative language learning has a different meaning.
The language playfulness is described as not only an individual activity but as a socially
constructed verbal play. The use of playfulness is a culturally compatible activity in
Vietnam where the students use this cultural tool to mediate their learning of other
subjects as well as English. This phenomenon represents globalized practices of language
learning in which transformation of practices was shaped by local cultural resources.
Thus, the globalized practices produced contextually hybrid language outcomes within
English classroom.
Swain and Lapkin’s (1998) study provides another example of dialogue as tool
mediating the learners’ cognitive process. The purpose of the study was to identify the
linguistic changes that occur, as French immersion classroom students were engaged in
collaborative dialogue when engaged in a jigsaw task. The study suggests that learning
occurs as the student perform the task (use of L2) and that it is “cumulative emergent,
and ongoing, sometimes occurring in leaps, while at other times it is imperceptible.”
They were able to see through quantitative data analysis as well as syntactic analysis of
the excerpts that dialogue served as a tool for L2 learning, a cognitive tool and also for
communicating with each other.
Last, in Brooks, Donato and McGlone’s study (1997) of students engaged in peer
collaborative activity to problem solve five jigsaw puzzles demonstrated students’
awareness and control of their second language being mediated by the use of their first
language. Through discourse analysis, and quantitative data analysis of the interactions.
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they came to a conclusion that oral interactions albeit through their mother tongue among
the students was a powerful mediating tool for sustaining, participating or completing a
task, and at the same time learning higher cognitive process in a Spanish as a foreign
language class.
The studies reviewed in this section demonstrated the use of Vygotskian theory to
view the various types of usage of signs, tools and mediation which supported their
language learning. However, a limitation of these studies is that the studies do not
include triangulation of their findings to include students’ perspectives. As proof of their
higher mental functioning, I think it is important to hear what they think and what they
had to say about these activities that were presented to them, particularly if we consider
them to be active agents. This gap can be answered in ethnographic qualitative research
which could address the voices of the participants. With this additional perspective,
future studies could be much richer in understanding the various influences of certain
interactions.
Egocentric Speech to Inner Speech
Vygotskian theory has another layer of complexity related to higher mental
functioning added by his theory of egocentric speech and inner speech. This theory
reveals another level of cognitive process that is simultaneous to the interpsychological
and intrapsychological planes. Vygotsky describes the egocentric speech of a child as:
Egocentric speech as a separate linguistic form is the highly important
genetic link in the transition from vocal to inner speech, an intermediate
stage between the differentiation of the functions of vocal speech and the
final transformation of one part of vocal speech into inner speech (Vygotsky
1999:35).

61

The vocal (egocentric) part of the transition is where he is indicating the
socializing stage, interpsychological plane, which then becomes internalized and
becomes inner speech at the intrapsychological plane. Vygotsky did not consider inner
speech as simply an internal part of the external speech. He claimed that inner speech
itself is speech connected with thought (Vygotsky 1962). Therefore inner speech could
be considered as the interpretive stage of one’s understanding of the cultural environment
(cultural tool) and one’s own intimate personal thought on various forms of language
(semiotic tool) (Kozulin, 1996).
Although Vygotsky mainly looked at children’s egocentric and inner speech, this
theory might be applied even to struggling beginning learners of language in a language
classroom context. In this context, the egocentric speech might be of something that may
sound as nonsense to others just as Vygotsky showed that the egocentric speech of
children could be of “peculiar syntax.” When students are engaged in dialogic activities
in the target language, they may well be producing words that they are not certain about.
Their speech may sound highly ungrammatical because the student is in the process of
making a decision on which word to use to express him or herself. This speech that might
be heard from the counterpart is originally intended for, their own private thinking
process but is vocalized. We might say that this is evidence that their egocentric speech
en route the inner speech.
Vygotsky gives a good explanation of children trying to solve difficult tasks:
The more complex the action demanded by the situation and the less direct
its solution, the importance played by speech in the operation as a whole.
Sometimes speech becomes of such vital importance that, if not permitted to
use it, young children cannot accomplish the given task (Vygotsky 1978:26).
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The adult language learner could therefore show a similar behavior as discussed
by Frawley and Lantolf (1985). In their study, they show that the students’ mental activity
through their private speech (egocentric speech). This vocalized egocentric speech that,
the students might have used is a semiotic tool which is taking on a role of mediation to
further process the cognitive activity. By going through this process, students are able to
transform this externalized speech to a meaningful form of thought in the mind and then
could be utilized in time as a form of intellectual discourse during socialization.
Another study by Appel and Lantolf (1994) discusses how speaking, particularly
private speech mediates the cognitive activity of the LI and advanced L2 (EFL) speakers
when recalling and comprehending written texts. The study was conducted with
advanced EFL students in a German setting and with native speakers of English at an
American university. The experiment required students to read a particular text and later
recall which recorded for analysis. They found that retelling of texts provide students the
opportunity to practice what they had just read and then enhanced the memorization and
personalization process. In the process of this, private speech in adult L2 learners is
visible when they are faced with a difficult task. As the difficulty rises, the more private
speech is externalized.
The studies above are examples of how egocentric speech (private speech) could
be used as a cognitive tool in adults as well in the context of foreign language classroom
during class activities. Each student’s vocalized talking to oneself is not necessarily to be
communicated to the counter interlocutor and is seen as a process of internalizing what
one had just comprehended. (Cultural tool) One limitation to this area of research could
be taking into account the different learning styles according to learners’ personalities
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and cultural backgrounds. A student’s learning style might not include vocalizing and
repeating what one has read for the purpose of cognitive activity in front of people or
even when by oneself. A cultural influence could also be a factor where one’s cultural
background might see talking to oneself as a strange activity while one is expected to
remain silent to study. Taking these aspects into consideration might give a very different
perspective on the research of egocentric speech.
Zone of Proximal Development
Vygotsky’s theory of zone of proximal development gives educators new insights
on how to view the student’s role in class participation. In a foreign language classroom,
a more capable student’s role to help a peer scaffold can contribute to the learning
process of the student who received help. This theory enables researchers to examine
learning potentials through each student’s role in group activities.
Vygotsky argued that we are able to see the potential of a student regarding
certain problem solving matter with a positive attitude instead of looking backwards, and
concluding that because the student was not able to solve a certain problem, development
has ceased and won’t be possible in the future. He originally formulated this theory in
order to solve practical problems of educational psychology such as intellectual
assessment and instructional assessment. Vygotsky critiqued that the intelligence tests
(IQ) relied too much on the achievement from the intrapsychological plane and neglected
the potential development of the students (Wertsch 1985).
To label this area of potential development, Vygotsky created “the zone of
proximal development”(ZPD). He defines this zone as:
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The distance between the actual development level as determined by
independent problem solving and the level of potential development as
determined through problem solving under adult guidance or in collaboration
with more capable peers (Vygotsky, 1978:86).
This definition indicates that the chronological physical developmental process is
not parallel to the learning process. With the help of a more able person whether it be a
teacher or a more advanced peer, students can excel their abilities beyond their
developmental stage. It is this difference in distance that is described as the zone of
proximal development. This zone has a characteristic of a being in an emergent state
where there is a potential of flourishing.
In a foreign language classroom, although all students might have received that
same type of classroom instruction with the same program, their potentials could greatly
differ. While one student might excel due to extensive participation within peer
collaborative activities in the target language, another student might be performing only
at the level of classroom instruction because he has not been fully participating in peer
collaborative activities using the target language. The former student might be able to
excel even further beyond his abilities in class if he has had the practice and work with
the help of peers to be engaged in practical usage of the target language. However, the
latter student might be relying on the classroom content and context of instruction
without experiencing the benefit of peer collaborative assistance and practice within
classroom activities.
Vygotsky asserts that through this theory, it is possible to unite the learning
processes and internal development processes. Further, it is assumed that the learning
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processes are transformed to internal development processes where external knowledge
and abilities through socialization that has become internalized, (ibid.)
There are extensive studies on the zone of proximal development of second and
foreign language classrooms. The studies incorporate the various stages of higher mental
functions in order to reach the zone of proximal stage. Among these, several seem to be
contributing significantly to the field.
First of all, Ohta’s study (2000) reveals how classroom interactions’ promotes L2
development in the ZPD in a university level Japanese language classroom. Analysis
shows that a student is later able to accomplish a task without assistance when in the
earlier stage the learner was not able to do. This was revealed through the microgenesis
method of analyzing data where certain parts of the transcripts were analyzed to see
language development within the interaction. Through this method, researcher was able
to document internalization of grammatical structure. Another important aspect she
found in peer assistance revealed that peers were able to give and know the subtleties of
when to give and receive what kinds of help.
Anton’s study (1999) argues that scaffolded teacher assistance in the second
language classrooms helps the student reach the zone of proximal development. This
study examined two different types of classrooms. One was an Italian classroom with a
“teacher-centered” approach and the other French classroom, a “student-centered”
classroom. The Italian classroom did not have much peer interaction or student-teacher
interaction. On the other hand, the French classroom incorporated practices of peer
collaborative activities that concentrated on actual language use. It was reported that the
teacher-centered classroom had too much teacher control, thus not giving sufficient
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scaffolded help to the students. In the student-centered classroom, however, the teacher
assisted students to effectively find the solution to the problem presented to them. This
study helps language professionals to reflect on how their teaching styles could affect
students’ learning.
De Guerrero and Villamil (2000) attempted to change the generic interactions of
a beginner and a more advanced student in peer collaboration and explored the
interaction between two beginning college-level ESL writers for the task of revision.
Transcripts from interactions during peer revision were analyzed. Findings from the study
suggest that collaborated peer revision of a text written by one of the students benefited
both the writer and the peer mediator as the writer was able to learn from the mistakes
identified by the peer who reviewed. The two writers “were at all times creatively co¬
constructing their own system of making meaning through words in an L2.” Their
interaction created a sphere where the writer was willing to receive help and the reader
was willing to give help. Therefore, through this study, the researchers were able to
identify the writer’s independence as a writer and a reviser.
Dicamilla and Anton’s study (1997) investigated the role of repetition in a form
of dyadic collaborative work of writing tasks in a college level Spanish as a foreign
language classroom. They found that collaborative mental activity and repetition played a
key role in completing their tasks. The students through repetition of what each other had
said and then adding on their own words created an inter-subjectivity that enabled them
to form a joint ownership in their work. Therefore, the repetition was a mediating device
in cognitive functioning within the collaborative work, which then leads to successful
ZPD.
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Kinginger’s study (1997) examined students’ perspective of a classroom
interaction taking place between university level language learners in the U.S. and France
by international videoconferencing and its relevance to ZPD. The author analyzed video¬
taped data from the conferences and e-mail messages between students in U.S. and
students in France. For the purpose of confirming her data from other sources
(triangulation), students’ written evaluation forms were used to bring in the students’
voices. The study concluded that the students did not gain from native peers while
videoconferencing but felt that they had learned only after the conference sessions were
over when they were reflecting back on the experiences. Thus, the study incorporated
how the students felt about their learning experiences.
Studies by De Guerrero and Villamil (2000), Dicamilla and Anton (1997),
Aljaafreh and Lantolf (1994) and Ohta (2000) mainly concentrated on the microgenetic
(Vygotsky 1978) method of analyzing interactions between students, whereas Vygotsky
stressed the importance of examining the short period of reaction time in experiments,
which could be a level of milliseconds in understanding the subjects’ cognitive process.
The limitation to this focus is that it doesn’t take into consideration the cultural
backgrounds of the interlocutors and the triangulation between the participants after
documenting the interaction. As shown in Kinginger’s (1997) study, incorporating
students’ voices and their perspectives made the study much richer and meaningful in the
field of second and foreign language research because the researchers found later as the
students were reflecting on their experience that they have gained something from the
experience. This would never have been revealed or known if the students’ voices were
not investigated within the study.
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Opposition to Vygotsky’s Theory
This section introduces why Vygotsky’s theory evolved and how as an outcome,
the new generation of Activity theory came to exist. Activity theory is one of the major
tools for analysis in this study and is presented for detailed understanding of different
stages of the theory.
Vygotsky’s school of psychology was faced with opposing theories from
researchers who they were once his students. The Kharkovites are a group of students
who were working under Vygotsky as he was developing his theories on higher mental
function. However, due to external political realities, some students moved their
institution to Kharkov, a Ukranian city, and founded their program in developmental
psychology while Vygotsky by this time was very ill.
After Vygotsky’s death in 1934, the Kharkovites started their studies on the
problem of internalization and its relationship with the external activity of children’s
mental functions. During this time, they developed a comparative program in which
children’s external sensory-motor activity was compared to inner mental functions. This
group raised the problem of Vygotskian theory of consciousness that they thought was
divorced from reality (Kozulin 1996:110). A member of this group, Leont’ev, therefore
later theorized that the relationship between consciousness and the child was developed
by the psychological operations that are influenced by the authentic relationship which
the child has with reality (Leont’ev 1980: 186).
Additionally, Leont’ev constructed an explanation in trying to resolve the
dichotomous nature of Vygotsky’s internal and external mental function. Leont’ev stated
that internal and external activities are both sources of mediation of reality between
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human and the outer world, thus eliminating the division between the internal and
external. Leont’ev proposed that there could also be a transition from internal to external
activity (Zinchenko, 1985). Leont’ev explains his version of internalization as:
£

The process of internalization is not the transferal of an external activity to a
pre-existing, internal “plane of consciousness”: it is the process in which this
internal plane is formed (Leont’ev 1978:90).
Another related issue regarding Vygotskian theory was raised by Zinchenko. He
had problematized Vygotsky’s perspectives on Marxist theory as being too idealistic. He
explained that human mental interaction with the world was with the culturally
unrealistic reality not with the interlocutor’s present state of reality (Zinchenko 1984).
Vygotsky’s claim that the social development dependent on the historical aspect of
cultural development was also attacked by the Kharkovites claiming that his theory
depended on and affirmed by cultural semiotic mediation. Kharkovites theory on activity
argues that the actual action has to be directly or indirectly related to the human’s faceto-face reality of social and economic situations (Kozulin 1996). They argued that a
certain interaction has to be a real phenomenon that is occurring and visible to other
people which will have an outcome that is related to the interlocutor’s everyday tangible
living conditions with reality.
Through various angles of reanalysis of Vygotsky’s theory of higher mental
functions, the new activity theory emerged from the Kharkovites. It has its origins in
Vygotsky’s theories but elaborated to include with more actual actions for an individual,
rather than being merely a mental function of symbolic mediation. Objects and materials
were placed as important things that mediate a person’s reality with the outer world and
one’s mental functioning. What could be actually seen physically became a result of the
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inner thoughts and vice versa. This activity theory might be important to foreign language
research because it questions researchers on “why” questions. The researchers might be
able to ask qualitative questions such as what motivated the students to take the foreign
language class, what is the student’s goal, why did the student take such actions and why
is this the foreign language important to the student. Thus, activity theory might be a
good framework in understanding students’ actions in foreign language classroom in
contrast to symbolic mediation where actions might not be seen.
Activity Theory
Unlike Vygotskian theory of higher mental functioning, where mind is mediated
by culture, Leont’ev’s theory puts a heavy emphasis on the object as an important force
in external and internal mental functions (Zinchenko 1995:37). Therefore, his activity
theory could be described as being composed of three different levels; the activity, the
actions and the operations (Lantolf & Appel 1994). Activity theory has been re-examined
and reapplied by several researchers over the years. I use Engestrom’s most recent
version to examine the activity system for each focal student as well as from the group
activity system. In this section, I will discuss how the activity theory has changed and
applied to research studies.
Activity, The first level of this theory is the activity itself. Within the activity,
Leont’ev elaborates that there needs to be an object and behind this object lie the motives
for a real activity. The motive here could be something that could be a tangible physical
thing or an ideal thus, placing a need for something as the central focus of the activity
that could be met. He strongly emphasizes that if there isn’t a motive, there cannot be a
true activity (Leont’ev, 1978). In other words, for every person’s actions there is a reason
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and desire behind wanting to do something (motive). This desire is then carried out in the
form of activity. Therefore, even the least action a human being takes is related to a
certain need and purpose.
Applying this to a foreign language classroom, there are different students’
motives to interact during classroom instruction. In the case of university settings, foreign
language courses are mandatory and many students take the course for fulfilling the
credit requirement. In this case, the motivation might not be a voluntary one but rather,
an imposed one. On the other hand, there might be students whose motivation to learn
the language is very clear such as learning the language because the student’s girl friend
or boyfriend is a native of that language. According to the fluctuations of motivation
level, there might be a significant difference in class participation and achievement
within the course. From the teacher’s perspective, according to each teacher’s teaching
philosophy and ambition in conjunction to the institutional requirements, individual’s
motivation and goals can vary.
Actions. The second level of the theory is the significance of action. Leont’ev
describes the action as being adequate to the task if the task has been prescribed a goal
for certain situations (Leont’ev, 1978). At this second level, goal is the most important
criteria in the action. Each and every activity is expected to have a goal, which is the
purpose of accomplishing something.
In any class and particularly in language classroom context, the activities in
which students participate and teacher devised activities can have various levels of
objectives and motives according to interactions and each individual’s state of reality.
The teacher with set objectives and motives for a class can change the course of activities
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according to dynamics in the student interactions. Student A, through participation,
might want to show the teacher that he is capable of doing something with the target
language and that his intentions for this particular activity is to merely pass the course.
This student’s reason or “motive” in this case might be to show that he can do this and
the “object” or the purpose of this act is to get by in the course without any expectations
of getting a good grade. On the other hand, student B might be participating in the
activity because his motive is to really master the language and at the same time show the
teacher that he is genuinely putting all his efforts into the activity. His object might be to
get a good grade. Research studies on motivation discuss how the quality of the learning
experience can be determined according to each student’s level of motivation (Coughlan
& Duff, 1994; Gillett, 1994).
According to Lantolf and Appel (1994), there are also several important
characteristics embedded within goals. First, a goal can have a supervisional function
over the action and within this goal, there are lower levels of subgoals divided to serve
specific purposes for performing the main goal. Second, the very same goal for a specific
activity could have a very different meaning in a different activity. Third, goals are not
static. They can be changed or adjourned according to the different conditions of the
action. (Lantolf & Appel, 1994)
The supervisional function, which the goal might have over the activity, describes
a situation in which people actively engaged in certain task or discourse might easily find
themselves deviating from the main purpose of the situation. Therefore, having the goal
in mind could prevent this type of side tracking.

73

Relating this to foreign language class, having subgoals within the main goals is
something a lot of language learners might experience. If one’s goal is to become a fluent
speaker of a target language, he would also want to be able to listen, read and write
fluently as well as his secondary goal. The subgoals are goals that are not the first priority
but a supplementary that comes with the main goals.
Accomplishing a same goal for two different people might have different
meanings for each one of them. When a goal is set aside, for example, writing a four
paragraph letter to a friend, once this is accomplished, each student might have different
meaning for their letters. Student A, upon completion of the letter might actually send it
off to his friend. This letter for student A might have been a genuine part of his real life.
However, for student B, this letter-writing task might just be a mere exercise for him and
does not have any real function related to his life. He therefore, might discard the letter.
The last example for the shifting nature of goals might be described as goals
appropriating themselves to various environments and situations. According to these
conditions, one might change one’s mind and therefore change one’s aim from that
originally planned. Student B, for example, originally might have wanted to just receive a
passing grade for the language course but through his learning experience, decides to
pursue upper levels of this target language course as he found it to be interesting and
predicts the value it could have for his future career. Therefore, his goal for this class
now has shifted from receiving a good grade to advancing to an upper level class. In
qualitative research, one of the many ways students’ shifts in goals and interests can be
found and understood through interview methods. With open-ended questions in
particular, researchers might ask and receive in-depth responses over time to what the
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students reveal about their motives and goals for learning a foreign language. Although
survey methods are used in the field to find out students’ information and opinions,
surveys have limitations because they are not robust in capturing shifts over time within
the time frame for the study.
Operation. The last level of the activity theory is the operational level. At this
point, operation is described as the physical technique to achieve the action. This
technique could also incorporate tools which could assist in performing the action for
various purpose, whether it is to perform it better or to make it possible at all (Leont’ev,
1978). The tool here could be something physical, as well as purely psychological, which
might help achieve the task at hand. A unique characteristic of operational level is that
the way to achieve the goal through techniques might be achieved in many different ways
(Lantolf &Appel, 1994).
If the action of role-playing in a classroom context requires a student to disguise
as a certain character, the operation of this person might be to change his appearance
with some tools such as a mustache and make up and act as if he is in a drama. This
acting might be the level of operation because the goal of the action is to role-play a
certain character. And as way of accomplishing this operation, the student might use
various means as tools to operate well.
Several studies have used activity theory as a framework to analyze learning
second language and foreign language classrooms. In Donato’s study (2000), a small
group task in an intermediate ESL writing class is observed by the researchers. The study
reveals that each small group’s tasks are achieved according to how the members of the
group “operationalize the goal of the activity.” The students were asked to rank the order
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of the side effects of watching too much television. The researchers recorded their
interactions and analyzed transcripts. The study concludes that classroom language
learning tasks should not be generalized but should be seen as each unique activity in its
own situation. The interactions produced during the tasks should not be defined
externally but rather internally because the meaning of it could differ according each
student’s individual goals and sub-goals.
Coughland and Duff s (1994) study of an English as a foreign language classroom
illustrates that tasks are variable and could be different according to different situations
even for the same task which was performed by the same person. Given the difference
between learners, even similar tasks evoke different outcomes. They give examples of
students who were given the same task twice at different times and resulting in two very
different outcomes. Through this they stress the importance of a task existing within a
macro, manifolds of layers of our world and that humans within this society interact.
Therefore, researchers cannot subtract linguistic data and regard that as the overall
phenomenon in a certain task. A task is something that cannot be duplicated because
each and every task differs according to the learners’ perceptions, situation, the goal and
the motive.
In Gillette’s study (1994) of a college-level intermediate French class, analysis of
observation notes as well as students’ diaries reveals that according to each student’s goal
the achievement within the class was different. The study emphasizes the importance of
each student’s socio-historical backgrounds and their values because this is where their
motivations and goals derive from. Therefore, student’s success in language classroom is

76

not according to “superior cognitive process” alone but also on each student’s eagerness
and endeavor to learn a language which is a result of students’ past experience.
This study is very interesting in a way that it only claims two issues as
implications for success in foreign language classroom. However, the researchers neglect
to report on other factors of language learning such as how do they use the language
outside of the classroom on what occasions, what are their studying patterns, how were
those motivations shaped, what type of experiences did they have prior to coming to the
class. Answers to these types of questions could reveal a more complex picture of the
higher mental functioning involved in language learning.
Problems with Activity Theory. As I have mentioned above, research on activity
theory in language classroom, have limitations when only looking at the three stages,
activity, action and operation. The reasons for doing a certain action is very
individualistic and only looks at the one individual’s mental process without being
related to the larger social world. Activity theory certainly does appeal to modernists
because it analyzes actual physical action (operation) but the theory itself does not
include other factors surrounding that particular operation that the students also influence
and are influenced by.
Initially, Leont’ev elaborated the activity theory to criticize Vygotsky’s theories of
reality. Therefore, Leont’ev concentrated heavily on the concrete or material aspect of
the mental functioning as demonstrated through physical activity revealing a strong
influence from Marxist theory. As the chief successor and interpreter of Vygotsky
although he had enjoyed fame in the successive years after Vygotsky’s death, Leont’ev’s
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theories faced several problems as well. First, the activity theory was also somewhat
disconnected to the sociocultural aspect of human lives. According to Kozulin:
This gap in Leontiev’s theoretical model was noticed by his major opponent
Sergei Rubinshtein, who claimed that Leontiev had incorrectly identified the
processes belonging to the social essence of Man as the mastery of concrete
actions and operations. One may suggest that what was missing from
Leontiev’s model was precisely the stratum of culture-emphasized by
Vygotsky, and neglected by his followers-that could provide a link between
individual action and the social systems from which it derives its meaning
(Kozulin, 1990).
Leont’ev’s strong rejection of Vygotskian semiotic mediation that embeds
cultural aspect as its main characteristic led him to apply the Marxist theory of practical
activity. His theory related to practical activity was, however, ignoring the importance of
the cultural, historical background of a person’s intellectual, personal and experiences
before being able to perform the practical activity. The scope of Leont’ev’s theory was
too narrow and tends to be on a limited micro level of analysis that ignores how a person
got to that certain point of activity given different sociohistorical and cultural
experiences. This aspect of his theory was therefore vulnerable to many criticisms by his
opponents.
The second problem that activity theory faced was the concept of consciousness.
His theory depended on the emphasis of socially constructed meaning and personal sense
instead of internalized mental functions when applying the theory to human
consciousness. This meant that there was a communication system only between personal
sense and socially constructed meaning but not linked to a social and cultural reality
relationships a person faces in society. The critics pointed out that there is a contradiction
in his theory because although Leont’ev insisted that human mental function should be
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acknowledged in terms of practical activity, he was contrasting his theory with the social
meaning aligned with Marxist theory of social consciousness. This as a result allows an
interpretation that Leont’ev deviates from actual social practice (activity) but rather had
put a stronger emphasis on consciousness. Consequently, this notion was criticized
because the meaning and sense did not relate directly to the outside reality (Kozulin,
1990). This aspect of the theory is emphasized only on the individual level and the
individual’s mental functioning. This is another significant part of Leont’ev’s theory that
conflicts with Vygotsky’s strong emphasis of social interactions.
As Kozulin, Zinchenko and Rubinshtein has stated, activity theory is problematic
regarding connections to the socialization process and its influence on the activity.
Sociocultural, and Sociohistorical background of how that activity came to exist. All of
the problematic aspects of this theory opens up another door for qualitative researchers to
examine in the foreign language classroom interactions through lens of activity theory
but with methods of incorporating the various factors surrounding the socialization
process in the classroom related to the students’ activity.
Expansion of Activity Theory. As examined above, both Vygotskian theory of
higher mental functioning as well as Leont’ev’s revised activity theory have some flaws
when used to explain learning. Zinchenko had employed Leont’ev’s activity theory for
the purpose of revising Vygotkian theory to avoid these identified problems. Zinchenko
argues that instead of having word meaning as the unit of analysis, the word meaning
should instead be mediating. Therefore, identifying tool-mediated action could be the
proper site of analysis. His claim, however, fails to explain how the natural and social
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aspect of development had come to be influential and intertwined with each other
(Wertsch, 1985).
Wertsch also claims that Vygotsky’s proposal for using word meaning as a unit of
analysis is also problematic. He argues that “word meaning is a unit of semiotic
mediation of mental functioning, which is not mental functioning itself.” He also rejects
the notion of individual mental functions such as memory and thinking could serve as
units of analysis. Therefore, Werstch asserts that “Vygotsky’s theoretical framework
must be a ‘microscosm of consciousness’ itself.” Wertsch concludes that tool-mediated,
goal-directed action should be the suitable site of analysis in Vygotsky’s approach and
through this, the analytic unit of action could both prevent the deficiency of Vygotskian
notion of word meaning and sustain the strong points at the same time. The strong
contributions from a Vygotskian perspective might be the interpsychological plane and
the intrapsychological plane which might be used as a framework for mediation
(Wertsch, 1985).
Engestrom’s Activity Theory
Although Leont’ev and others recognized the importance of social relationships
and group activity, they were not able to define a systematic model that puts sociocultural
issues in the forefront when analyzing activity theory (Kostogriz, 2000). However, “in the
third generation of activity theory, understanding of dialogue, multiple perspectives, and
interacting activity system” (Engestrom, 2001:135) is being developed. Therefore, I have
applied Engestrom’s version of activity theory to understand and sort out the depth of
layers within the activity system by looking at each individual’s perspectives of the
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activities which extends the original version that only looks at the activity system from
the whole group level.
First of all, Engestrom’s model differs from Leont’ev’s because of the expansion
of the activity system. Engestrom includes community, division of labor and rules as
another set of unit of analysis within the triagle of subject, tool and object. He defines
community as “those who share the same object of activity.” Division of labor is referred
as “the division of functions and tasks among the members of the community,” and rules
as “the norms and standards that regulate the activity.” (Engestrom, 1996:158)
There have been many research studies using Engestrom’s model to examine
different activity systems in different settings. The two significant strands are that of
educational environment and computer related learning environment. Research studies in
educational environment studied various subject areas in classroom settings (McCafferty,
Roebuck &Wayland, 2001; Jonassen &Rohrer-Murphy, 1999; Roth, Tobin,
Zimmermann, Bryant & Davis, 2001; Blanton, Simmons & Warner, 2001; Grossman,
Smagorinsky & Valencia, 1999). The second strand of research focuses on computer as a
cognitive tool and the e-environment (Nardi, 1996; Kuuti, 1996; Kaptelinin, 1996;
Gilbert, 1999; Peng & Hung, 2001). All these studies inform us of how activity theory
can be used in various types of classroom setting. However, they lack critical
perspectives and do not include multiplicity of the social environment and individual
differences.
In Engestrom’s recent studies, however, he stresses the five principles of activity
theory that could be considered in research. These appeared in his 2001 article
“Expansive learning at work: toward an activity theoretical reconceptualization.” This
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article improves the existing model and defines activity, participants and the setting more
in depth.
The first principle is that “a collective, artifact-mediated and object-oriented
activity system, seen in its network relations to other activity systems, is taken as the
prime unit of analysis.” Individual or group oriented activity system is considered
independent but secondary. The secondary activity systems can be ultimately
comprehended only when it is interpreted alongside with the bigger primary activity
system that provides the background of the system. Another important factor in this
principle is that activity is constantly repeated by engendering actions and operations.
The second principle concerns the “multi-voicedness of activity system.” This
principle recognizes the multiple layers of society, perspectives, values, traditions and
interests. The division of labor produces various positions for each individual involved in
the activity system. Each individual is recognized as someone with their own sociohistorical background and the activity system itself has its multiplicity embedded in the
artifacts, rules and conventions. This principle is the space where innovations and
negations can take place due to various types of conflicts and tensions that could be
produced in the process of action
The third principle is “historicity.” Each activity system has its own history of
how it changed over a course of period. In order, to truly understand, the activity system,
the history of the activity, its objects, theoretical framework and tools need to be
examined.
The fourth principle is “the central role of contradictions as sources of change and
development.” Engestrom asserts that contradictions are not the same as problems or
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conflicts. Contradictions are historically accumulating structural tensions within and
between activity systems. The primary contradiction of activities in capitalism is that
between the use value and exchange value of commodities. This primary contradiction
pervades all elements of our activity systems. Activities are open systems. When an
activity system adopts a new element from the outside (for example, a new technology or
a new object), it often leads to an aggravated secondary contradiction where some old
element (for example, the rules or the division of labor) collides with the new one. Such
contradictions generate disturbances and conflicts, but also innovative attempts to change
the activity.” In this principle, the critical perspective in examining activity prevails
because it looks change and innovation due to conflicts and contradictions very closely.
The fifth principle “proclaims the possibility of expansive transformations in
activity systems.” This principle is the outcome of the previous principles where
contradictions, tensions and all other possible troubles are recognized and the whole
activity systems goes through transformation. The activity system is “reconceptualized to
embrace a radically wider horizon of possibilities than in previous mode of the activity.”
Engestrom scaffolds this process of activity transformation as the “zone of proximal
development of activity”(Engestrom, 2001:136).
With the re-conceptualization of the Leont’ev’s original activity system that only
looked at the three levels, activity, action and goals, Engestrom model enables us to look
at various facets of the activity system with more complex social realities embedded into
the system. This third generation of activity theory could be a useful tool to examine
group activities in a classroom setting where each participant could be looked at
individual vis a vis the larger activity system. More importantly, the fact that tensions.
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conflicts and contrasts could be made explicit from the activity system is a more realistic
view of how micro community (group, classroom) and macro community (institution,
social system) functions.
As examined above, Vygotskian perspectives emphasize the role of language in
learning and the importance of cultural and historical aspect of one’s mental
development influenced by socialization with others. For foreign language or second
language, one might come to learn new roles for language through mediated action,
which focus on historically situated language goal and meaning. Vygotsky’s theory can a
helpful framework to understand how foreign or second language is learned and gives
implications for teachers with their curriculum designs and implementations. A
curriculum designed with a focus on social interactions among students can lead to
language learning through development of intrapsychological plane through
interpsychological plane. Activity based lesson plans with opportunities for students to
interact and use the target language can support language learning.

Concluding Assumptions on Vygotskian Theory
Drawing on the theory and research studies using Vygotskian perspectives of
language and learning, I have taken as useful concepts and procedures for examining my
EFL class with the four focal students.
1.

A student’s sociohistorical background is important because it informs a
person’s cultural development where he/she may have learned what, why,
how and where to interact through signs and tools given in the specific
cultural setting. Thus according to a student’s sociohistorical background,
one’s adaptation to a new learning environment may differ.
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2.

Social interaction with others using mediations of signs (Korean & English)
and tools (Group work, assignments, tasks) can lead to higher mental
functioning which gradually appears as a cultural function from lower mental
functioning of elementary perception, memory, attention and will. I will
attempt to see how students’ interaction with peers in an EFL classroom
might first contribute to lower mental functioning then to higher mental
functioning as they use less of their mother tongue and more of the target
language over time.

3.

With guidance of a more capable peer or a teacher, one can reach the ZPD.
Thus, with a help of a peer with higher communication abilities, a student
can learn more compared to when learning alone or with a peer who has
similar abilities.

4.

Through activity theory, we can analyze each student’s as well as group’s
objectives with their multiple voices, historicity, contradictions and
expansive cycle from multiple planes as they engage in activities with
mediating tools. Thus providing a framework for linking the group’s and
individual’s consciousness of language learning to their tangible reality in the
context of EFL class.

Although Vygotsky’s theory can provide a powerful framework for analyzing the
language learning process of students, there are several limitations. First of all, when
examining Vygotsky’s emphasis on a student’s sociohistorical aspect of cultural
development, the possibility of adaptation and assimilation to a new environment is
limited. That is, his theory predicts developmental stages that occur over years ot
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socialization. However, socialization may also occur in short term experiences aw well.
The cultural development in a new learning environment might take place within a
semester or a year, according to each individual. Vygotsky does not address this
possibility.
Second, Vygotsky’s theory was originally formulated based on monolingual
children and assumed absence of power structures and ethnic, gender and racial issues. It
does not take cultural clashes nor differences in learning ideologies among students when
examining the achievement of higher mental functioning through interactions with
experts. Within Vygotsky’sn theories, expertise is uncontested, monolithic, and
hierarchical. Therefore, might be a limiting framework when examining foreign language
classrooms where multiple cultures and ideologies might co-exist.
Third, it is assumed that ZPD can be reached with a help of a capable peer who
will be always willing and available in a learning context. This assumption does not take
into consideration that both the capable peer and the peer receiving guidance might not
want a peer to help or to be helped. The cultural learning ideology in Vygotskian sense
takes for granted that there is an ideal classroom where there is little to no social
conflicts and tensions.
Last, Engestrom’s version of activity theory assumes that there is only one plane
of activity system where each student and as a group are seen from the same level.
However, this can be problematic because each individual has their own multiple layers
of attention, motivation and achievement, creating additional layers in their own activity
system. Another important limitation assumes that the system allows a method of
identifying the different voices and consciousness systematically.
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As seen above, various types of limitations exist when Vygotskian perspectives
are employed in research studies. These limitations can be supplemented, by other
conceptual tools such as Critical discourse analysis (CDA), to complement the gaps of
conflicting ideologies and identifying power structures. Additionally, for activity analysis,
CDA can also provide a systematic method of analyzing language for discourse which
can identify student’s thoughts, feeling and realities relating to the activity system.
Therefore, data when analyzed with critical discourse analysis, provides a strong
evidence based claims, respecting the multi-dimensional analysis of individuals with
their multiple planes.
Conclusion
In this section of the literature review, I attempted to review relevant literature
pertaining to Vygotsky’s sociocultural theory of language learning and the impact of
Confucianism in the Korean context. The limited number of studies operationalizing
Confucianism and situated in English education in Korean classrooms made it difficult to
draw on large numbers for this review. However, thematic analysis of The Analect
provided various lens to conceptualize a Confucian philosophy influenced classroom
interactions. Since Confucianism permeates the Korean educational system undoubtedly
and will manifest itself in foreign language classrooms, I will explore this issue to
discover what influence may be highlighted in classrooms and how teachers and students
experience this through their interactions.
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CHAPTER 4
RESEARCH METHODOLOGY
Introduction
This dissertation is an ethnographic study of four EFL Korean students in a
Korean university context. In this chapter I explain how I conducted my study using
ethnographic research methods. I identify the participants of this research and introduce
myself in dual roles as teacher of the course as well as researcher. I describe the different
conceptual tools used for data analysis in order to understand each individual as well as
the group interactions. I then describe my teaching philosophy to introduce the class
curriculum I designed. The curriculum intended to promote social interactions among
students during group activities that became the basis of my research.
Research Design
Ethnography
This study is based on research traditions of ethnography. Geertz (1973) explains
ethnography as:
Ethnography is a thick description. What the ethnographer is in fact faced
with,... a multiplicity of complex conceptual structures, many of them
superimposed upon or knotted into one another, which are at once strange,
irregular, and inexplicit, and which he must contrive somehow first to grasp,
and then to render.Doing ethnography is like trying to read (in the sense
of “construct a reading of’) a manuscript-foreign, faded, full of ellipses,
incoherencies, suspicious emendations, and tendentious commentaries, but
written not in conventionalized graphs of sound but in transient examples of
shaped behavior (Geertz, 1973:10).
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As Geertz explains, I was a participant observer in the classroom both as an
insider (teacher) and an outsider (researcher) who tried to capture the various
phenomenon within the classroom and the focal group through “thick description.”
Ethnography includes the description and interpretation of social phenomenon
and behavior in social settings (Carbaugh & Hastings, 1992). When applied to
educational settings, such as a language classroom, ethnographic research requires the
researcher to create connections between social and cultural macro-structures and the
specific behaviors under study (Trueba, 1990). Traditional ethnographic research is
therefore concerned with the social and cultural practices of a group from the insider’s
perspective (Bremer, 1996). Through the ethnography, I was able to study a classroom
culture that allowed for examining contact between Confucian ideologies and those that
introduced through CLT. At the same time, the ethnographic research tradition allowed
me to examine speech patterns during group interactions.
Following the traditional methods of ethnography, for one semester I was a
participant observer in the research setting observing and documenting what was
happening in my class as a whole, as groups, and as individuals interacted. From in-class
observations, I generated field notes that I coded according to different categories of
emerging themes. This process allowed me to generate lists of questions for focal
students’ interviews. Interviewing each student provided a major source of new
information as well as permitted triangulation to verify issues that were emerging through
observations and transcriptions. Additionally, throughout the observations, I taperecorded focal students’ group activities and transcribed selected tapes in order to
analyze student interactions through critical discourse analysis for micro issues. After the
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semester ended, the students and I were able to maintain our relationship. We met once
for a social occasion and again to conduct the third interviews. I was able to e-mail
students whenever I had more questions as well as to keep track of how they were
leading their lives after the EFL class.
Ethnographic research allows the researcher to become close to the focal
participants and also be a participant. In my case, my students were able to consult with
me on their academic issues as well as on personal issues that were affecting their lives. I
became not just their teacher but a mentor as well. Additionally, the research method
provided me with in-depth understanding of the students’ experiences in my class, which
gave me an added chance to reflect on my teaching approach and philosophy.
I experienced limitations as to how I could best organize my analysis and as to
how I could relate students’ conscious learning processes to the activities they were
engaged in throughout the semester. My research study was intended to examine the
focal students’ language learning process, to look at what and how language was used,
and to identify students’ learning processes mediated by the use of English as a tool to
reach each individual’s objectives on different levels. I found it difficult to portray the
students’ learning processes throughout the semester and post-second semester EFL
courses solely by using the ethnographic “thick description” method. Therefore, I
employed Engestrom’s version of activity system to better describe and analyze each
student’s learning experience as it related to the group activities.
A central focus of activity theory is “...to understand the kinds of culturally
defined futures that motivate people’s activity and the sorts of tools they develop in order
to help mediate one another’s progress toward those futures” (Grossman, Smagorinsky,
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& Valencia, 1999:5). Attention is therefore, given to each person’s motivation and tools
to accomplish an objective of activities. This aspect of the system enabled me to examine
more than the linguistic aspect of an event, how language was used within the group; it
further allowed me to examine how each person’s motivations and objectives influenced
their language learning process through activities.
Research Context
University
The university at which I was teaching, and that I chose as the research site, is the
largest and the most prestigious women’s university in Korea. It is the oldest and the
largest of all women’s university in the world. In terms of its prestige, its graduates
became spouses of presidents, and it is the most popular university among Korean
conservative parents with daughters. Ranked within the top ten universities in Korea, it is
also considered to be one of the most innovative. As a private university with strong
alumni associations all over the world, it receives financial support from these
associations, as well as from major corporations.
The atmosphere of this university is very unique, as compared to co-ed
universities. Students are very competitive with each other because of the very strict
grading system. The institution employs a relative grading system in which only certain
percentages of high grades can be given to students. Given this policy, students are
typically studious and serious about their academic work. As first year students, they are
often very grade conscious, pressuring professors and lecturers to be even more careful to
employ a very concrete and objective grading system.
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Given its reputation, the university tries to be more progressive than its peer
institutions. One year, as a recruitment ploy to attract top quality students, the admissions
office offered scholarships to graduate schools abroad after graduation. The university
tries hard to be different as they have to compete with co-ed universities. With its
emphasis on English, the English program is one of the top priorities of the university,
and in particular, is overseen by the chancellor’s office.
University English Program
The university’s English program is designed as a four-year program with a one
year mandatory course. Freshman English. The program’s goal is to develop the four
skills of language: reading, writing, speaking, and listening. There are two different
levels of Freshman English. Students in the College of Humanities are believed to have a
higher level of proficiency, and they are also assumed to need higher levels of
proficiency. Therefore their level in Freshman English is structured for upper level
instruction, the same as pre-med, law, and English education students. Students are then
given choices in more advanced level English courses as electives. There are courses
such as English 3, English 4, Writing, Intermediate Writing, Advanced Writing, English
for Mass Media, English for the Internet, and English for Business.
The program is strictly monitored by the director of the department. Workshops
occur on a regular basis for lecturers and professors to discuss new materials and
methods to promote the English-speaking abilities of students. There are also groups of
lecturers formed into support groups that have systematic meetings for exchanging ideas
about the content of classes. At the time of this study, there were about 14 full-time
faculty members, all native speakers. A master’s degree is the minimum requirement for
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these foreign professors. Most of the foreign professors did not hold degrees in a second
language or foreign language field. However, because there is a shortage of native
speakers of English in the country it is actually very difficult to find candidates willing to
work and who are qualified to teach.
The majority of 30 lecturers teaching in the English program are Koreans with
doctorate degrees in linguistics either from abroad or Korea. There are also a few who
hold master’s degree in TESOL from the United States. Often the lecturers with Korean
degrees were assigned to the lower level classes but people with degrees either from
England or the United States were given higher level classes. Each lecturer was given
maximum of three classes (12 hours) with a teaching assistant (TA) who could help with
grading, xerox copying and managing the grade book
English Curriculum
The director and full-time professors who are responsible for coordinating the
curriculum decide the curriculum’s main framework. The textbooks used were McGraw
Hill’s Interactions 1 and Interactions 2 for the lower level and Mosaic I and Mosaic 2
for the higher level Freshman English. The chapters that are to be studied similarly are
decided by the coordinating group, which is composed of senior foreign professors and
several veteran Korean lecturers. This strict regulation is necessary because mid-term and
final exams are standardized for all of the freshman students within their levels.
Therefore, instructors find it necessary to adhere to the framework and teach the chapters
whose content predictably will be in the exams.
Another policy enforced by the department requires instructors to speak only
English during the class. It is also recommended that they should speak English outside
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the classroom when advising students. This regulation was created under the assumption
that all instructors have fluency in English and that they will sound as much like English
native speakers as possible. The instructors are interviewed before being offered
positions and are screened for their level of proficiency. There are not many university
programs with this regulation in Korea and it are considered revolutionary among
English programs.
The curriculum within this framework is completely dependent on the instructors’
creativity and ability. The department strongly recommends that the curriculum be
designed to incorporate training of the four skills of language: listening, reading, writing
and speaking. This is a heavy responsibility for the instructors because the main text used
focuses on reading. In order to make the most out of this book, instructors create their
own instructional plans, incorporating speaking activities, group discussions,
presentations, and written exercises related to the theme of the chapters in main text. The
primary problem for instructors with this curriculum is the pressure of limited time. The
75-minute time span allotted per class makes it very difficult to orchestrate the various
activities that could consistently help students develop the four language skills. As a
result, instructors often complain to each other that they find it very difficult to have a
smooth flowing class (Fieldnote, April 20 ’03).
Through individual conferences with the students in my classes, I found that there
was a consensus among them that my class, as well as the whole Freshman English
program, were very different experiences from the teacher-centered, exam-focused
curriculum they were used to in high school. There was a small percentage of students
who continued to challenge themselves with English; they went on to English 3 and 4
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after they had finished the mandatory freshman course. These students were usually those
who had successfully finished the mandatory year with very high grades.
Research Participants
Teacher as Researcher
I conducted this study in my own college-level English as a foreign language
classroom. Previously, I had taught at this all-women’s university for three years and had
decided to conduct the research after returning from two years of doctoral studies in the
US. I wanted to come back to this site for multiple reasons. First, I graduated from this
university with a B. A, and I was eager to research the kinds of challenges the younger
generation had to experience in order to learn in an EFL classroom. Second, because the
EFL program at this university is one of the most progressive programs in Korea, I knew
from previous teaching experience that I would have the freedom to design and
implement my own curriculum as long as I incorporated the university’s core curriculum.
Last, as the instructor of the course, I had access to the class and the freedom to research
my own students as long the program director and the students approved. This last reason
was perhaps the strongest one since observing any other class in a university setting in
Korea or any other school system, is vigorously resisted by the classroom teachers,
making it difficult to gain access.
Having been educated in the British educational system, as well as American
private schools, for six years out of the 12 years of my elementary to high school
education, I was socialized under Western influences through instructional practices by
the time I reached college. When I initially started college in Korea, I was very
disappointed with the teachers’ methods of instruction, the content of their classes and
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their assessment of students. This disappointment led me to pursue teacher education in
the hope that I could make a difference in the Korean education system. I came to the
United States to start my master’s program in English as a Second Language (ESL) and
then to complete a doctoral program in language, literacy and culture.
What I have found throughout my studies is that I had been privileged by being
able to take advantage of the Korean, British, and American educational systems. Thanks
to my father’s profession as a diplomat and the good fortune of having the cultural capital
to be considered advantaged in educational institutions (Bourdieu, 1977, 1991), I was
able to get to where I am now. It took me a long while to develop a critical perspective of
the Korean educational system. However, I was able to explore the problems of what was
happening in the Korean classroom as I observed and listened to what my students had to
say to me as a teacher.
With a very ambitious agenda, I returned to the university realizing that I, myself,
was an agent of globalization enforcing a very Western concept of teaching and learning.
I was a teacher introducing the Communicative Language Teaching (CLT) approach and
promoting the Vygotskian concept of interactions, with hopes that the students would
benefit more from my EFL classroom. I tried to push my students beyond what other
instructors expected of their students. This pedagogy was the result of my very
progressive graduate education, my own research studies, and my teaching experience at
various universities. Ironically, at the same time, I came to realize that within my
teaching practices were embedded Confucian ideologies, in which I viewed myself as an
authoritative figure who wanted students to follow my instructions and cooperate with
my classroom policies and expectations. I believed that I, as the teacher, was the agent
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creating this hybrid environment, trying to incorporate both the Western teaching
approach with the Korean teaching approach and having high expectations of my
students. In my reflections on this experience, I realized that I might have caused some
tensions and conflicts due to these conflicting ideologies. I take these up issues in my
discussion later in Chapter 6.
Focal Students
The focus group I observed was composed of four students out of a class of 20
students of the School of Education, each having different majors. The majority of the
students in the class were majoring in social studies education and special education. The
educational backgrounds of the students varied. The majority of the students were
educated in Seoul and a few of them were from other provinces of Korea. There were
about four students who were graduates of a foreign language high school. These four
students were significantly more proficient in speaking and writing English because they
had taken concentrated classes with native English speakers for three years. There were
two senior students who were history education majors and these were in the focal group.
The two others were freshman students majoring in special education and social studies
education.
I chose these four students as the focal group was because they were seated
closest to the podium where I would be standing at least half of the class period. I
thought that in order to observe without being obtrusive, I would choose the group that
was physically closest to where I would be in the classroom. When I approached the
group to ask them whether it would be possible for them to be part of my research
studies, they agreed immediately. However, when I had told them that I would be audio-
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taping some of their group activities, they indicated some concern but did not refuse
permission.
I think that when the students first agreed to be part of my research, they might
have felt that they were specially selected. The focal students later informed me that
some of their classmates envied them because they thought the focal students were the
chosen ones. The focal students later realized that although there were some sacrifices
they had to face (being tape-recorded during their group work), getting to know the
teacher on a personal level was beneficial to them.
I first tried to get to know them better at the beginning of the semester by inviting
them for lunch. It was during that socializing session that we got to know each other
better. We then exchanged e-mail messages regarding different questions I had or to
confirm or confirming meeting times and places. One student asked me for help on
improving her studying strategies and on speaking within the group activities. Because I
was in the position of teacher of the class, there were initially limits as to how
comfortable the students felt talking about their progress and how they felt about the
curriculum in the beginning of the semester. By the last interview, when the grading
period was over, that was no longer an issue and I found that they were very open and
comfortable talking about the past semester.
Ji Min. My impression of Ji Min during the first week of class was quite
positive. She was a tall stylish girl with curly medium length hair. I was able to
immediately recognize that she was not a freshman due to her elaborate make-up, trendy
fashion style, and the manner in which she talked to her group members. Although I was
behind a podium while the students were talking to each other during the break and

98

before classes, I was able to hear Ji Min’s voice when she spoke to others in her group.
She appeared to be very energetic, spoke with very expressive facial gestures, and
frequently laughed. Considering that it was the first week of class, in which students
usually do not talk much to each other, Ji Min seemed to be very lively and confident
compared to the other students (Fieldnote, March 8 ’01).
Ji Min was a senior and a History Education major. She was repeating the course
because she had failed the first time, when she was a freshman. She had lived in Incheon,
a province near Seoul, all her life. She commuted by train, spending three hours everyday
to come to school. Her father owned a Japanese style seafood restaurant by the harbor.
She was very active in extracurricular activities and had a part-time tutoring job. Ji Min
informed me that her part-time job enabled her to have an active social life because the
allowance from her parents was not enough to support her. Ji Min complained that going
out with friends and club members was costly (#1 Interview, April 2 ’01). She was
another very active participant in the group in the beginning of the semester but became
less enthusiastic towards the end. She explained to me that she was at that time
experiencing personal problems that were more pressing than academic work. Her
personal problems were not apparent though while she was engaged in classroom
activities. As an example, during a group presentation of a short skit, Ji Min dominated
the floor, creating a lively atmosphere for the whole class, whose members laughed and
enjoyed her performance (Fieldnote, March 15 ’01).
One of her extracurricular activities included joining an animation club and she
wrote e-mails to Japanese friends whom she had met on-line through her animation club.
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She said that because she wrote e-mails in English on a regular basis, she felt less fearful
of writing in English (Fieldnote, March 15’01).
Eun Kyung. As I initially examined the focal students I had chosen for this
>

study, my impression of Eun Kyung was that she was very bored. She did not smile or
look interested in what was happening in the classroom. She was a very short, thin, and
stylish student. She appeared to be very timid and did not talk much to her peers during
break. As a teacher, I thought it might be challenging to motivate her to actively
participate in class (Fieldnote, March 8 ’01).
Eun Kyung was another senior in the group who was also majoring in History
Education. She was a very quiet and timid person who did not like to be an active
participant in any situation. She was also from Incheon and had been friends with Ji Min
because of high school. She commuted every day by train to school. Like Ji Min, she also
failed the first English class during freshman year and was taking it for the third time.
Her father was a marine police officer and she claimed that her family was a
typical middle-class family. Eun Kyung appeared to have a very close-knit family. Her
parents made sure that the family had dinner together as frequently as possible during the
week. The way she explained her family gave me a sense of her feelings of pride and
security toward them (#2 Interview, May 24 ’01).
Eun Kyung had a job tutoring for a fourth grade elementary school child. She
expressed that her life was hectic due to her tutoring job and her relationship with her
boyfriend, a medical student. Like Ji Min, she complained about how expensive it was to
go out eating or drinking with friends in Seoul. She said her tutoring job allowed her to
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buy clothes and go out on dates with her boyfriend as well. I had the impression that she
had a very active lifestyle in her own way, being a dedicated daughter and a girlfriend.
Eun Kyung declared that she had always disliked English and had difficulties
with it. She thought that once she graduated from high school, she would not have to deal
with English. Therefore, she was shocked upon discovering that there was a two-semester
mandatory English course she was required to take. Eun Kyung was the most inactive
group participant during group activities. In later interviews, she said that it was due to
her personality.
Eun Kyung’s interest in class grew as the semester progressed. My impression of
her changed as I observed her during group activities. She did not seem to look bored but
instead was very attentive to what others were saying, and she had a bright look on her
face, contrary to how I viewed her at the beginning of the semester (Fieldnote, May 11
’01). Although she nearly failed her mid-term exam, she came to me for consultation
about study strategies. She scored much better in her finals and she believed that it was
due to her change in attitude and studying strategies.
Because JiMin was a close friend of hers, she was always conscious of her
performance within the group. Eun Kyung informed me later that she and Ji Min became
involved in an argument regarding Eun Kyung’s low level of classroom participation
after which their relationship began to deteriorate.
Won Young. Won Young, with her big round eyes, looked very confused and
scared as I observed the group on their first day of group activity. She had medium length
straight hair, wore no make-up, and looked just like a high school student dressed in
jeans and a T-shirt. She appeared confused because her big eyes wandered from each
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group back and forth and toward me (Fieldnote, March 8 ’01). She later informed me that
she had experienced a culture shock in our first class and did not understand the
directions of the group activity, which caused her to have a difficult time deciding what
she was supposed to do and say.
Won Young was a freshman majoring in Social Studies Education. She grew up
on the island of Guh Jae Do. This island is known for being the home base of a
conglomerate shipping company. Most people living on the island are employees of this
company, and Won Young’s father was also an employee. She was living with her older
sister in Seoul in a rented apartment while she attended the university. She expressed that
her father was very strict with her and her older sister when they were in high school. He
always monitored their grades and made sure that they studied hard.
Because Won Young had grown up in a very isolated area, she came across as a
perplexed student who was trying to adjust to the overwhelmingly big university, big city
life, demanding academic studies, and attempts to socialize. She did not appear to have
many friends and was not involved in extracurricular activities at the university. She
wished that she had a part-time job but did not know where to start to find one (#1
Interview, April 2 ’01).
She was very quiet and hardly talked in the beginning of the semester, but
towards the end, she was the most active focal student and dominated the group
discussion, as Sun Ae and Eun Kyung remained quiet. She appeared to be much more
aggressive than before and, interestingly, even her appearance slowly changed. She
started wearing make-up and appeared to have been influenced by fashion trends. I was
happy to see her adjust well to the group, due to my previous concern about her. Her
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facial expression with the big wandering eyes seemed to be no longer a look of woe
(Fieldnote, May 22’01).
Won Young indicated that she had always been very interested in English and
especially liked popular western music, which she believed allowed her to be in touch
with English. Won Young believed that Guh Jae Island, where she grew up, did not have
much Western influence and she had not been exposed to English.
Sun Ae. Sun Ae, with long straight hair, thick glasses, and jeans and T-shirt,
looked like a very studious high school student. She had a very serious look on her face
and rarely smiled. I immediately knew that she was probably a very hard-working
freshman student who was eager and ambitious about her academic work due to her
attentiveness in class. As I looked and listened to the focal group from behind the
podium, I observed her speaking with Ji Min with a very enthusiastic manner and tone of
voice (Fieldnote, March 8, ’01).
Sun Ae was a freshman majoring in Special Education. Because she grew up in
the outskirts of Seoul, Kwang myung shi, she insisted on living in the university
dormitory because she didn’t want to waste time commuting. She was a very studious
person with a very shy character. She spent much of her time studying in the dormitory
library at night. Her father worked at the city hall and she often mentioned that the family
was not affluent. She had a younger brother in elementary school and she expressed that
she sometimes tutored him when she went back home on weekends. Sun Ae did not have
any part-time employment. She was, however, very involved with extracurricular
activities on campus, which took up most of her free time.
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Sun Ae informed me that although her family could not afford private tutors, she
was able to have a teacher come once a week to compile English worksheets with her.
She also had had a chance to have a weekly telephone conversation with an English tutor
through a different program, up to the fourth grade in elementaiy school.
Of the four focal students. Sun Ae lived closest to Seoul. Due to geographical and
parental influences, she was the only student who was able to receive extra English
lessons during the time of this study. Sun Ae was also the most proficient in English of
the four students. Although she was very actively involved in group work in the
beginning of the semester, her interest and participation rate declined. I was able to see
this divergence in Sun Ae’s participation. Sun Ae, who early in the semester had seemed
ardent, appeared indifferent toward the group work. Her arms were crossed and she
gazed out the window with her eyes frequently wandering. Furthermore, she did not
speak as she had previously; she began to sit without giving attention to the group
activity. This was unanticipated because I had thought she would be an eager student
who would challenge herself to earn an A in class (Fieldnote, May 22 ’01).
In subsequent interviews, she expressed that she was feeling very stressed and
burdened by the fact that she had to do more than the others, but that when Won Young
started to participate more, she did not feel the need to try as hard. She was, however, the
most studious and the most serious about the English class out of the four focal students,
and she was very concerned about receiving good grades (#2 Interview, June 19 ’01).
The four students, whom I had initially randomly grouped, struggled throughout
the semester trying to meet the classroom policies and culture in spite of the differences
in age, major, backgrounds, and interests.

104

Data Collection
Participant Observation
I began participant observation on the first day of class, taking notes on the focal
group of students, whom I had asked to participate in my research, as well as the whole
class. My field notes were written regularly as soon as possible after the class. This
particular group was chosen due to the fact that they were physically closest to where I
was stationed in the classroom when I taught. I had a good view of their interactions and
was able to hear what they were saying. It was important to me as an ethnographic
researcher, to be able to see the focal students from a close distance, to observe what they
were doing, how they were reacting to each other, how they were speaking and to
observe the group dynamics. I would not have been able to document and take field notes
in detail had they not been sitting close to where I lectured in classroom.
The semester started on March 6, 2001 and ended with an oral exam on June 7,
2001. The class met twice a week for 75 minutes each session. There are a total of 20
journal entries, constituting 60 hours of classroom observations. Eleven group sessions
were tape-recorded and partly transcribed. My role as teacher was dominant to my role as
researcher in the classroom. I was able to take notes on the interactions and atmosphere
of the whole class only when students were engaged in their group activities. Group work
sessions were my real opportunity to observe the focal group while they were engaged in
group activities.
Audio-taping group work was quite challenging because the students were very
self-conscious about being taped and analyzed. Students later confided in me that the
existence of the recorder within the group made it very uncomfortable for them to
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participate. After listening to the tapes of group activities, I decided to select tapes that
had all four focal students present in order to analyze the group interactions. I then went
on to transcribe tapes which I had thought had the clearest audio quality as well as having
group discussions with smooth interactions among themselves. Students appeared to have
the most active discussions when discussion topics were closely related to their
immediate lives. The six tapes that met all the criteria were narrowed down to two group
sessions. These two group sessions were then transcribed and later analyzed using
principles and procedures from critical discourse analysis.
Field Notes
I took field notes of classroom interactions and small group interactions. The
focal group interactions are the main components of the field notes, but also contained
descriptions of their gestures used to communicate within the group. I studied and read
these notes several times to identify emerging themes. I was then able to code the field
notes according to the different themes that emerged from my observations, which then
allowed me to prepare interview questions for the next phase of my data collection. I
designed and prepared the interview to ask relevant questions about what appeared to be
prominent within their group work.
Interviews
I conducted three stages of individual interviews with the four focal students. The
interview data was a valuable source of information on past educational experiences,
family, thoughts and feelings toward the class, group work, and experiences in other EFL
classes as well as my first freshman EFL class. The interviews were intended to be a
source of triangulation to verify what I had observed and to elicit their more in-depth
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thoughts regarding tensions and conflicts. In addition to noting the responses evoked by
this traditional ethnographic interview method, I used critical discourse analysis
throughout the different rounds of interviews to verify and identify students’ ideologies
regarding Confucianism and any possible shifts in their thoughts regarding classroom
practices.
The first interview was to find out about the students’ past educational
experiences, family lives, and opinions about the class curriculum and group work. I tried
to provide a natural setting and invited the students for lunch outside of the university. I
asked them questions and they replied accordingly. This interview provided very general
information because the students did not give details concerning their personal thoughts.
I considered this first interview as a rapport building stage with my students to become
familiar and comfortable with each other. The questions I asked in Korean were:
1. What do you think about the English class?
2. Which aspects of the class do you like or dislike?
3. Could you please tell me about your previous English education experience in
school and outside of school
4. What do you think about group work?
5. Which aspects of group work do you like or dislike?
6. What do you think about the tape recorder during your group work?
7. Could you please tell me about your family?
I conducted the second interviews near the end of the semester. Because I was not
able to obtain detailed information regarding their family and their group experiences, I
asked questions similar to those of the first interview. I asked specific questions about the
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course focusing on themes that had emerged from studying interview transcriptions and
field notes. I tried to triangulate data from the field notes by questioning and confirming
the data with the participants during interviews (Ely, 1991). At this stage of research, I
was able to validate some of the interpretations I had made of the phenomena emerging
from the collected data. From the second interviews, I was able to analyze their previous
learning experiences and the tensions they felt, which is portrayed in detail in the first
and second section of the findings chapter.
The questions I re-formulated to elicit detailed information were:
1.

How do you think your living environment affected your learning
opportunities for English? How and why?

2.

How do you think your English improved?

3.

Did you feel any kind of tensions during group work? What kind and why?

4.

How did participating in group-work reveal a different perspective of you?

5.

Do you think discussing topics affects group discussions?

The third interview was conducted after the students had completed two
semesters of the freshman EFL courses. At the time of the interview, the two senior
students were preparing for their graduation and concurrently seeking employment. The
two freshman students were in their first semester of sophomore year. The questions I
asked were designed to elicit comparison of their experiences in the first and second
semesters of the EFL course. Information gathered from the third interviews was
predominantly used for analyzing the last stage of my data analysis for activity system.
The interview data showed me with shifts in each student’s learning ideologies
concerning EFL. The questions I asked in Korean were:
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1. Could you please explain the learning experiences of the first semester EFL
course and the second semester EFL course?
2. What were the pros and cons of each course?
3. What do you plan to do in the future?
During the third interview, the students appeared to be more relaxed, and they
were willing to criticize my class and elaborate on their difficult learning experiences.
Although I had only three questions to ask them, they articulated in-depth concerning
their two different experiences and reflected back on their feelings toward the two
different classes.
The last round of communication was based on e-mail exchanges in which I
asked questions for verification of specific issues I had asked during the third interview. I
wanted to make sure they still had the same thoughts and feelings regarding the issues
that were problematic for them in my class. The questions I asked were:
1.

Could you please compare the differences between my first semester
Freshman EFL course to your second semester course with a different
professor?

2.

What do you think were the positive characteristics of learning in our class?

3.

What were the negative characteristics of learning in our class?

4.

How did you feel about learning English after taking our class and the second
semester class?

5.

What would you like to do after you graduate?

All the interview data collected were used for different stages of data analysis.
The interviews allowed me to see the different perspectives each student had regarding
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their experiences in class and group work. It then helped me to go more in depth into the
issues and problems that arose arising within the group and for each student.

Data Analysis
Of the conceptual tools employed for my data analysis, I used thematic analysis
by identifying and coding through my field notes. Then, I utilized Fairclough’s (1995)
notion of critical discourse analysis (CDA) to examine the group interactions and the
interview data to examine the ideological aspects of discourse. Gee’s (1999) concept of
subject positions is also employed within the data analysis to examine the different types
of subjective positions students took during group interactions. I took Vygotsky’s (1978)
concept of language learning through identifying mediating signs and tools as well as
analyzing scaffolding occurrences through students’ interactions within group activities.
Additionally, Engestrom’s (2001) activity theory was used to analyze students’ learning
process through objectives and tools. Students’ multiple voices and perspectives in
relation to both the micro and macro level of the classroom activity will be examined.

Thematic Data Analysis
Through the ethnographic research methodology, I was able to gather data by
participant observation, field notes, interviews, audio tapes, and transcriptions to learn
about each student, group work and the problems that were arising. The first level of data
analysis was the analysis of field notes, and then coding according to the different
themes. Listening to tape-recorded tapes from students’ interviews and group activity
repeatedly also helped me to identify themes and issues. After identifying which tapes to
analyze, I transcribed the two tapes of group activities that seemed most appropriate and
relevant for answering my questions. I then arranged post class interviews with the
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students one year after they completed the English course to triangulate their thoughts
and self-assessment of their learning process in class, compared to their subsequent
experience in other English classes. E-mail correspondence was also used to follow each
student’s changes in life (Studies, career choice).
I used thematic data analysis from ethnographic data (e.g., field notes, interview
data, transcriptions, triangulation) to answer all three research questions, in addition to
using critical discourse analysis for the second question, and activity theory for the third.
The data have been interwoven into different parts of the data analysis and findings
chapter of this dissertation. Without the ethnographic data analysis, it might not have
been possible to portray students’ experiences throughout the course and after the
completion of their two semesters of freshman EFL courses.
Vygotskian Tools for Data Analysis
I employed Vygotskian (1978, 1981) theory to analyze students’ use of signs and
tools to identify how each student’s sociohistorical background was affecting their
learning experience in class and how it was being used to mediate their learning during
interactions. Sociohisotrical factors according to Cole are “culturally mediated,
historically developing, and arise from practical activity” (Cole, 1990:91). Therefore, I
analyzed each student’s interaction with this tool in conjunction with CDA in Chapter 5
of each student’s data analysis section to examine how their learning experiences were
affected by each student’s sociohistorical factors constructed as their backgrounds.
Concurrently, the role of Vygotskian theory on ZPD for scaffolding help for
student’s learning by a more knowledgeable expert (Anton, 1999; Ohta, 2000; Vygotsky
1978) was examined through interactions of the four focal students. The focal students
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formed a mixed age group whose interactions allowed me to analyze who was perceived
as the expert knower within the group. I identified these incidences throughout the
transcripts along with CDA to analyze the power relations to demonstrate peer
scaffolding by certain students.
By incorporating these two tools in my data analysis, I attempted to unfold two
issues in relation to Vygotskian concept of second and foreign language learning in a
Confucian influenced classroom.
1.

The level of potential development is determined through problem solving
under more expert guidance or in collaboration with more capable peers in a
group which has hierarchical power relations.

2.

The transition from the interpersonal plane to the intrapersonal plane is
dependent on the mediated function of language through signs and tools
according to each student’s sociohistorical background.

Critical Discourse Analysis
I used critical discourse analysis (CDA) to analyze transcripts of the focal group
interactions and the students’ interview data. I chose transcripts of group activities from
March 15 ’01, and May 24 ’01 transcripts that I found to be the most appropriate and
relevant according to my criteria. Critical discourse analysis allowed me to look in detail
at how power was constructed and shifted among students during group discussion. CDA
enables the researcher to systematically examine “(a) discursive practices, events and
texts, and (b) wider social and cultural structures, relations and processes” (Fairclough,
1995: 133). Through these practices, it is possible to identify how society’s values of
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gaining power and the struggle of obtaining power are formed in our daily lives through
ideologies.
Therefore, CDA takes us to where we can see the micro-level of discourse and at
the same time examine the macro-level. The macro level is the broader social context of
how certain discursive practices come to be through various power issues in relationships
between people, institutions, and values systems (Fairclough, 1995). With CDA, the
researcher identifies details from the linguistic textual event, linking it to the
relationships of the participants of the discursive event connected to the wider Socio¬
cultural values and systems. In my data analysis section, I elaborate on how I will
proceed with CDA.
Discourse and Ideologies. When language is in use, it is concurrently reveals
each participant’s identities, relations and value systems. CDA emphasizes multi¬
functionality of language within a discourse (Fairclough, 1995). I used for my analysis,
the text of language used within group’s interactions during activities as well as their
interviews. I tried to code for discourses revealing Confucian ideologies in each student’s
language use to analyze how they viewed their worlds.
Discourse can be described as, “socially accepted associations among ways of
using language, of thinking, valuing, acting, and interacting, in the right places and at the
right times, with the right objects” (Gee, 1999:17). Complementing Gee’s definition,
discourse can be portrayed as a social practice with two implications.
First, it implies that discourse is a mode of action. One form, in which people
may act upon the world, and especially, upon each other, as well as a mode
of representation... Second, it implies that there is a dialectical relationship
between discourse and social structure, there being more generally such a
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relationship between social practice and social structure, the latter is both a
condition for, and an effect of, the former (Fairclough, 1992:63).
Therefore, discourse can be considered, to be an outcome of certain ideologies
people might possess when one acting and speaking according to their belief system.
Fairclough defines ideologies as,
Significations /constructions of reality (the physical world, social relations,
social identities), which are built into various dimensions of the
forms/meanings of discursive practices, and which contribute to the
production, re-production or transformation of relations of domination
(Fairclough, 1992:87).
According to this definition, individuals in each society portray their ideologies
through their discourses when they speak and act. Trying to identify a person’s ideologies
is challenging but it is a method to understand why and how the person acts and speaks
the way they do. For my interview data, I analyzed the use of language to identify
students’ Confucian ideologies particularly by focusing “systems of knowledge and
belief; social relations; social identities (“selves”)” (Fairclough, 1992:238). I examined
each student’s value system on education, how they view their relationships to parents
and older students as well as how they view themselves within their ideologies.
Text. According to Fairclough, “Texts are made up of forms which past
discursive practice, condensed into conventions, has endowed with meaning potential”
(Fairclough, 1992:75). In CDA, the assumption about text is that it has multiple functions
that Fairclough defines in three levels. First, the ideational function, which represents the
inner and outer world of the speaker, identifies the realities that are observable and those
that are not. The interpersonal function reveals how language interaction develops
relationships between speakers in the text. There are two facets to this function. The first
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is that the speaker expresses a certain attitude or a set of feelings, with the utterances they
produce. Second, speakers are able to create different types of social relationships (Lee &
Poynton, 2000). Last, in textual function.
It is concerned with the organization of what can be understood by the
listener/reader as meaningful texts, and is construed lexicogrammatically
largely in the systems of Theme and Conjuction (Love, 2001:217).
For the purpose of this research, I employed the interpersonal function to better
understand the types of interactions students were producing within their group work as
well as the ideational function to identify certain ideologies that could be represented
through each student’s utterances.
Interpersonal Function. Because interpersonal function is used when analyzing
interactions with others, it reflects meaning that concerns the interlocutors’ roles,
relationships, and attitudes (Love, 2001). This method enabled me to examine how
students utilized language to accomplish their goals among themselves during group
activities. Mood describes how students addressed their peers according to different
situations and the different roles they took. Modalities explain how texts produced by
students expressed their identities and positions in the interactions.
Mood is considered a grammatical structure in traditional linguistics. However, in
CDA, it is seen within the tenets of interpersonal function, which is divided into three
moods: declarative, interrogative, and imperative. Imperative mood is particularly
important because it is related to power. It exists to order, command or request to the
other interlocutor. When one speaks with an imperative mood, “we take on a certain
speaker-role with regard to the addressee” (Barker & Galinsky, 2001:76). This role
reflects an authoritative stance.
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However, Fairclough also states that there has been a broad social change in the
Western culture to not explicitly express power. Therefore, it is difficult to conclude that
because someone did not use the imperative, it does not mean that the person does not
have power but rather that they could be masking it by not using it. In the Korean
context, the transcript can also show that some declarative sentences using the modal
“have to” can be just as powerful a statement as an imperative. When a student says, “We
have to have details,” the speaker is expressing the obligation to others through modality.
It is implicitly stated without coming across as being assertive. A cross-linguistic
researcher should therefore, be careful when analyzing transcripts. It is crucial to know
the context and the people one is researching. For my data analysis, I will identify and
consider this contextual factor as closely as possible by contrasting various
interpretations of the students which they might have tried to say in Korean and as well
as English.
In the context of my EFL classroom, the three moods of imperative, declarative,
and interrogative can be clearly distinguished through their use of English, with
comparable meaning and discursive practice in the Korean language. During group
activity when a student tells another student who is not actively participating, for
example “You must speak more because you have to,” the phrase used is a form of
imperative directly telling another student that she is obligated to speak. In a Korean
context, this is a form of exercising power over someone who is equal or junior to the
speaker’s age or status. An example of declarative in the Korean context would be “I
want to choose dictionary,” a student asserts her desires. When someone is given the
opportunity to state his or her opinion, it is the norm to declare it. Last, an example of
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interrogative mood is a student addresses another student, to elicit information or an
answer by saying, “What kind of web site?” This is a common way of a younger person
asking an older and vice versa when directly translated into Korean. As seen from the
above examples, the three functions of mood can be correlated, in terms of discursive
practices and can be interpreted as having some similarities to a certain extent between
Korean and English.
According to Fairclough, for modality, “The objective is to determine patterns in
the text in the degree of affinity expressed with propositions through modality”
(Fairclough, 1992: p.236). Modality has three broad categories of analysis: whether the
message unit was high or low in affinity, whether or not the message was subjective
modality or objective modality, and on the grammatical level, identification of modal
auxiliary verbs and adverbs, along with hedges (Fairclough, 1992).
Affinity is defined by the speaker’s having low or high affinity according to the
degree of certainty. Speakers with low affinity express uncertainty about the message
they are sending. High affinity implies more power because the speaker is expressing a
message that he or she has a very strong conviction or opinion. For example, if one says
“That student is extremely bright,” the speaker is showing his or her affinity by
expressing the certainty about a particular matter through a declarative statement
defining the subject.
In terms of subjective and objective modality, a speaker is considered to be
speaking with subjective modality when he or she makes explicit remarks about their
degree of affinity, using words such as I think, suspect, and doubt. Therefore, expressing
a strong opinion is considered to be a form of exercising power when it is made explicit

117

to other interlocutors. The objective modality, on the contrary, is when the speaker is not
clear about whose opinion it is that he or she is trying to convey. However, Fairclough
emphasizes that in some situations, objective affinity can be more powerful than
subjective affinity. Rather than expressing an opinion about a matter, asserting a fact, or
drawing from an authoritative source for a statement, could be more powerful. This
implies that power issues are much more complicated than it might seem from the
surface and must be determined through a careful look at the unfolding interaction in
context.
In order to identify the degree of affinity and the subjective/objective modality, I
specifically analyze the type of modal auxiliary verbs being used: “must,” “may,” “can,”
“should” in English. The usage of tense is also considered. With the combination of the
present tense form, modal adverbs such as probably, possibly, obviously, definitely,
likely, probably, and possible will all be examined. In addition, hedges such as sort of, a
bit, or something, are part of the modality as well as the speaker’s intonation patterns and
whether or not the speaker is speaking hesitantly. In Korean grammar, modal auxiliary
verbs are also used to specify the degree of affinity (must, may, can, should, probably,
possibly, definitely, likely, probably, possibly). Therefore, it is possible to detect the
degree of affinity and subjective/objective modality by identifying modal auxiliary verbs
and modal adverbs.
However, it should be noted that the research setting is an EFL classroom where it
is not certain that students are familiar with the social discursive practices of native
English speakers. Students’ previous knowledge of English was from their English
classes during junior high school and high school education with additional information
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through the media (movies, books, radio, songs). Due to this background, the analysis
will be based on a “hybridized” use of English in which students are using the English
language while behavior maintains particular social norms congruent with Korean
culture. Although the mood and modality that I represent in my data analysis may have
similarities between the two languages, the difference in culture and discursive practices
can result in inaccuracy. Another complexity embedded in this analysis is the students’
recognition of the absence of an honorific system in English. Therefore, students’
discourses during English language group activities were different from their usual
discourses among themselves in Korean. I will analyze, from the perspectives of both
English and Korean discursive practices, to convey what students might be meaning
through their choice of language.
This mix of two languages and two cultures created a unique hybrid language that
seemed to work for the students by meeting the goals and purposes of the activities.
Therefore, I am attempting to use Fairclough’s CD A to examine how this hybridized use
of language created tensions and conflicts in the process of getting the tasks
accomplished. I will discuss the degree to which this analysis explains my data in
Chapter 5.
Subject Positions. Another element of CDA consists of identifying the speaker’s
subject position at the time they were produced the message units. Gee asserts that
subject positions reveals “situated meanings about what identities and relationships are
relevant to the interaction, with their concomitant attitudes, values, ways of feeling, ways
of knowing and believing, as well as ways of acting and interacting” (Gee, 1999:86).
One’s subject is under constant change according to various situations and depending on
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to whom one speaks. Through Gee’s analysis of subject positions from his six building
tasks, I will extend his use of subject positions to identify how students’ identities
constantly changed according to different message units. This analysis is important
because it shows how each student shifted their subject positions according to the power
structure of the group during group activity which produced tension.
With the underlying understanding of the different available subject positions one
could take in the activities that were ongoing through the semester long class. I’ve
identified and created four different positions within data on interaction in group work
which extends Gee’s notion of subject positions. The first position I constructed is the
Leader subject position (L) occurring when one is facilitating discussion and taking a
lead in the group process. Next is Active Participant position (AP), when one is
contributing knowledge to the discussion. The Supporting Participant position (SP)
describes a student supporting the active participant with additional information or
comment within the discussion. Last, I have added a Withdrawn Participant Position (W),
a participant not actually participating in the discussion but making remarks that deviate
from the main topic of discussion. These subject positions were labeled and constructed
based on my observations of students’ group work.
Each distinct subject positions reveal appropriation of English during the group
activity process in order to accomplish given task for the group. The different types of
subject positions were identified and recorded with the number of instances from the
transcripts in order to identify the relations among students during the group activities.
Additionally, interactions deviating from group discussion topics were identified as offtask talk deviating from main group activity.
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Engestrom’s Activity Theory
Activity theory helps to analyze the group activity in relation to each participant’s
objective in the activity and also in relation to the community. Activity theory “is a
powerful socio-cultural and socio-historical lens through which we can analyze most
forms of human activity” (Jonassen & Rohrer-Murphy, 1999:62). I use this as a
conceptual tool to present the systematic structure of how their socio-historical
background strongly influenced students’ language learning process in, group activities
through tools and objectives. I extended Engestrom’s application of multiple voices with
multiple perspectives when analyzing activity theory to portray each focal student’s
multiple layers of realities that Engestrom’s theory does not portray. I thus created an
individual’s activity system in relation to those of others, created for and portraying each
member in the group activity, as well as a collective activity system. Data used for this
analysis are from the interviews for triangulation purpose as well as from CDA.
The activity system that Engestrom (1987) first devised focused mainly on
accomplishing the production of any object through subject, object, and tool. He also
incorporated rules, community, and division of labor within a triangle to show the
various aspects of activity. In his recent work, Engestrom stresses five principles
(Engestrom, 2001) when looking at the activity system. His updated version of the
activity system emphasizes the multi-voicedness of the system, which provides the space
to analyze the multiple voices of participants in a group.
The main components of the activity system Engestrom describes are the
following: subject, tools, object, division of labor, community and rules. An activity
system can be analyzed using the outer big triangle as the bigger system of the activity.
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However, as illustrated in Figure 1, there are triangles that enable researchers to
formulate in different components of the activity system.
Figure 1. Structure of the Activity System (Engestrom, 1987:78)
Tools

Engestrom describes the subject component of the activity system as being the
individual or group of participants engaged in the activity. The object of activity is
something that can be either physical or mental. Tools can range from tangible physical
items to something that is intangible, a symbolic tool such as language. Community is a
group of people who share the same object. Division of labor is the division of functions
and tasks among the members of the community and rules are the norms and standards
that regulate the activity (Engestrom, 1987, 2001).
According to Engestrom’s model, there are various ways of analyzing the activity
with the relevant components needed in an activity system. I intend to analyze the
activity system structure depicted in Figure 1 for the whole group activity in relation to
the whole class. However, for each individual activity system, I will use the subject,
object, and tool model in addition to the five principles prescribed in Engestrom’s recent
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work to identify individual perspectives within in group activity system. This tool enables
understanding of how each student thinks and feels about the group activity system
The next step toward final analysis using EngestronTs model is to apply the five
principles of looking at the activity system. The first principle is that “a collective,
artifact-mediated and object-oriented activity system, seen in its network relations to
other activity systems, is taken as the prime unit of analysis” (Engestrom, 2001:135). An
individual or group oriented activity system is considered independent but secondary.
Secondary activity systems can be ultimately comprehended only when interpreted within
the larger primary activity system in the background. Another important factor in the first
principle is that activity is constantly repeated by engendering actions and operations.
The second principle is the multi-voice of activity system. This principle
recognizes the multiple layers of society, perspectives, values, traditions and interests.
The division of labor produces various positions for each individual involved in the
activity system. Each is recognized as someone with their own socio-historical
background, and the activity system itself has its multiplicity embedded in the artifacts,
rules and conventions. This principle defines innovations and negations that can take
place due to various types of conflicts and tensions resulting from action.
The third principle is historicity, meaning that each activity system has its own
history of change over time. In order to understand truly, an activity system, the history of
the activity, its objects, the theoretical framework, and tools need to be examined as a
part of the context for subset actions.
The fourth principle defines the central role of contradictions as sources of
change and development. Engestrom asserts that
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Contradictions are not the same as problems or conflicts. Contradictions are
historically accumulating structural tensions within and between activity
systems. The primary contradiction of activities in capitalism is that between
the use value and exchange value of commodities. This primary contradiction
pervades all elements of our activity systems. Activities are open systems.
When an activity system adopts a new element from the outside (for
example, a new technology or a new object), it often leads to an aggravated
secondary contradiction where some old element (for example, the rules or
the division of labor) collides with the new one. Such contradictions generate
disturbances and conflicts, but also innovative attempts to change the activity
(Engestrom, (2001:136)
In this principle, the critical perspective in examining activity prevails because it
attributes change and innovation due to conflicts and contradictions very closely.
The last principle proclaims the possibility of expansive transformations in
activity systems. This principle describes the outcome of the previous principles when
contradictions, tensions and all other possible troubles have been recognized, and the
whole activity system under goes a transformation. The activity system is
“reconceptualized to embrace a radically wider horizon of possibilities than in previous
mode of the activity” (Engestrom, 2000:136). Engestrom scaffolds this process of activity
transformation as the zone of proximal development of activity.
With the reconceptualization of Leont’ev’s original activity system that looked at
only the three levels, (activity, action and goals), Engestrom’s model enables us to look
at various facets of activity system having more intricate social realities embedded within
them. This third generation of activity theory can be a useful tool to examine group
activities in a classroom setting in which participant could be looked at individual
compared with the larger activity system. And most important of all, tensions, conflicts,
and contrasts that can be made explicit from the activity system is a more concrete view
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of how micro community (e.g., group, classroom) and macro-communities (e.g.,
institution, social system) function.
The Teacher’s Teaching Philosophy
Through years of teaching experience and graduate studies, I’ve developed my
own teaching philosophies that are heavily influenced by various disciplines. I introduce
these philosophies in order to discuss the underlying reasons for the English class
curriculum I’ve developed. In the discussion in Chapter 6,1 reflect back on my teaching
methodologies and philosophy after completing this research. Overall, I emphasize social
interactions, the importance of culture, and a student-centered classroom environment in
which students can develop critical perspectives on intercultural issues in order to
develop their own voice. All of these are part of my discoveries and foundations as a
TEFL professional.
As I have shown in my theoretical framework, Vygotsky’s sociocultural theory is
deeply imbedded within my teaching practices. Therefore, I have employed a social
constructivist approach to teaching in which learning should be meaningful with social
interactions. Learning about culture is another important element in learning foreign
language. In order to accomplish this in the classroom, I believe that intercultural
communicative competence is an important objective for students to achieve. I further
believe that foreign language students should be equipped with a method of analyzing
different situations when they are engaged in a communicative event. By incorporating
Hyme’s SPEAKING model in my instruction, students themselves are able to critically
assess a communicative event, which leads to discussion and further understanding of
what is happening in the communicative event.
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Social Constructivism
As examined in detail in the previous chapter, Vygotsky’s (1978, 1981, 1999)
Sociocultural theory is also social constructivist learning. Lev Vygotsky placed great
emphasis on the social context of learning. He based his theory on Piaget’s constructivist
learning, but he allowed a greater role for teachers to help the learning process by
promoting learning in the the Zone of Proximal Development (ZPD). Vygotsky also
stresses the role of culture and the different types of tool that are derived from it for
learning purposes.
I’ve incorporated Vygotsky’s philosophies in my teaching in order to promote
student learning. First, I put a heavy emphasis on interaction among students. Vygotsky
clearly indicates that learning takes place through social interaction from the
interpsychological plane to the intrapsychological plane. Therefore, I tried to promote
interactions in the target language in order to provide the opportunity for students to
practice the language socially and to gain knowledge of the language. Second, I used
Vygotsky’s concept of ZPD, which states that with the help of a person with more
advanced levels of skills, a student can learn more by pushing themselves to a higher
level than their actual ability. Under this assumption, I used group work for joint
productive learning among students because the students had various levels of English
proficiency, students could learn from each other while using the target language. Last,
sociocultural theory puts culture at the forefront when learning occurs. The surrounding
and the cultural context are the key elements. Learning in classrooms should be
something that can be meaningful to students in their real lives (Tharp, 1997). In order to
further align myself with this theory, I have related all the classroom and group
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discussions concerning their immediate lives. Students were given opportunities to use
the target language on issues that might be practical and on issues they might be faced
with in their daily realities (travel, restaurants, learning, relationships).
Social constructivism recognizes the student’s construction of knowledge and the
role of teacher as facilitator, by attempting to put students in the center. This theory goes
directly against a Confucian way of learning in which the teacher is the center of
attention and teacher is viewed as the knowledge provider and student as the receiver of
knowledge.
Intercultural Communicative Competence
In my desire to create a social environment for the students in a foreign language
classroom, I incorporated Byram’s Theory of Intercultural Communicative Competence
as a resource to help create an environment in which I hoped to give students an
opportunity to think critically, to develop an awareness of the target culture, and to
experience the cultural aspect of the target language. The class curriculum was intended
to give students the opportunity to gain intercultural communicative competence through
activities that would enable them to experience the cultural differences and to become
critically aware and, at the same time, learn to use the language communicatively.
As examined earlier in the previous chapter, Vygotsky’s emphasis on the
sociohistorical factor, in a child’s language development values an individual’s cultural
surroundings. Culture therefore becomes the decisive point in a child’s language
development (Vygotsky, 1978). Kramsch explains culture in relation to nature:
The screws that language and culture impose on nature corresponds to
various forms of socialization or acculturation. Etiquette, expressions of
politeness, social do’s and don’ts shape people’s behavior through child
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rearing, behavioral upbringing, schooling, professional training. The use of
written language is also shaped and socialized through culture. Not only what
it is proper to write to whom in what circumstances, but also which text
genres are appropriate (the application form, the business letter, the political
pamphlet), because they are sanctioned by cultural conventions. These ways
with language, or norms of interaction and interpretation, form part of the
invisible ritual imposed by culture on language users. This is culture’s way of
bringing order and predictability into people’s use of language (Kramsch,

2000:6).
Language and culture are viewed as having an inseparable connection. Culture is
embedded within our use of language and the rules and norms of how we should act and
speak in certain ways (Hymes, 1972). The interwoven nature of language and culture
might be the precise point why teaching a foreign language is challenging. Foreign
language learners struggle as they try to learn the cultural norms and rules of how to
speak, when, and where. Given the situations of most foreign language classrooms, I’ve
tried to raise the cultural awareness of students using Dell Hymes’ theory to build
cultural awareness by using theory on Intercultural Communicative Competence (Byram,
1997).
Michael Byram (1997) explains intercultural communication as one of the four
competencies (with subcategories) which relate to the learner’s attitude toward learning
the language and other things related to the culture of the target language, extending from
van Ek’s (1986) interpretation of Hymes’ original theory of communicative competence
(Hymes 1972). The noteworthy characteristic of Byram’s theory that differs from
previous theories on communicative competence is the assumption that the speaker in the
model is not a native speaker but rather a language learner from a culture other than that
of the target language.
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The first component of Byram’s work is linguistic competence. It is the ability to
generate and decode spoken and written language. This differs from other interpretations
in that Byram is specifically referring to the standard version of the language, which
other interpretations do not include.
Sociolinguistic competence, which is the second component, refers to the
speaker’s ability to produce meanings that are already part of the interlocutor’s
knowledge but something the learners do not have knowledge of new and unfamiliar
meanings that need to be negotiated among the interlocutors. The meaning referred to in
this section is cultural knowledge of the target language. Again, the difference from other
interpretations is that the prior knowledge of the learners is valued as well as the
discovery and negotiation of the new and unfamiliar.
The third component, discourse competence, refers to the interlocutor’s
capabilities in being able to explore and negotiate strategies for the purpose of generating
and decoding monologue or dialogue texts, which are congruent to the rules and norms of
the culture of the interlocutor or which are negotiated for a certain purpose as
intercultural texts. In this category, exploring and negotiating something new Byram has
added. Another significant difference is that interactions can have an intercultural aspect
of communication in which each speaker has to negotiate certain parts of their own
cultures in order to accommodate a meaningful interaction.
The fourth component that Byram proposes is the intercultural competence. In
this new category, he includes five subcategories that need to be addressed:
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1*

Attitude. This concerns having an open mind with no prejudice against other
cultures as well as one’s own, a willingness to inquire and learn about other
cultures.

2.

Knowledge: One should have the knowledge of how and what kinds of
interactions exist from the personal level to the larger social level of the
individuals engaged in the discourse as well as one’s own.

3.

Skills of interpreting and relating: This denotes one’s ability to decode or
translate a written document, or an event of another culture, and the ability to
transfer that knowledge in a document in a way that is relevant to one’s own
culture.

4.

Skills of discovery and interaction: This is where one is able to learn the
target culture and various practices and is able to use that knowledge in
actual communication and interaction when faced with a situation with an
interlocutor of the target language.

5.

Critical cultural awareness/political education: The intercultural speaker
should be able to have a rational base when critically evaluating another’s
cultural practices as well as one’s own. The speaker should be able to judge a
certain practice objectively the viewpoints of both cultures.

The model of Intercultural Communicative Competence might allow one to
engage in analyzing various discourses in a foreign language involving cultural practices,
whether written or oral. The intercultural speaker is encouraged to be confident enough
to be able to negotiate and mediate between people of other cultures who could be
accepted by them. This theory allows one to own skills which could lead to learning
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another language and its cultural practices. The theory suggests that learners need to have
an open mind and to be willing to learn a culture which lacks in Canale and Swain’s
model (1980), and van Ek’s model (1986).
Research on the issue of intercultural competence could focus on how students
feel about themselves having these five areas that need to be developed. Intercultural
competence is more of a self-developmental area in which one is encouraged to develop
some skills, and wherein a learner could have more access to learning about the target
culture. Therefore, I incorporated these notions into my practice.
In Cheng’s study (1996) on the interaction of language, nonverbal communication,
and cognitive styles for bilingual/bicultural individuals, this is emphasis on the
importance of learning the level of intercultural competence of a second or foreign
language learner so as to understand the language and various factors needed to
communicate successfully and to avoid misunderstandings. This article gives many
examples of the differences in meaning and expectations across cultures of some words
that are part of our daily lives, such as “tea” and the significance of what drinking tea
means to Chinese, British, and African individuals. Cheng advocates for foreign language
learners to make an effort to understand the hidden and embedded meanings of
communication with the target language. This article addresses the crux of the
challenging issues of misunderstandings. This can inform teachers to teach students to be
open to possible misunderstandings in an intercultural situation.
Wilson in her qualitative study (1993) on intercultural competence, discusses the
advantages of experiencing cross-cultural, international personal relationships with ESL
students for American teacher education students who are preparing to teach abroad. The
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conversation partner program at the University of Kentucky enabled students to gain
substantive knowledge and perceptual understanding of another culture. Cross-cultural
personal development and interpersonal relationships also form when students learn of
some difficulties in communications that have caused misunderstandings. Students learn
to analyze various types of situations regarding cross-cultural communicative problems
that might arise when dealing with students in their classrooms. This study values crosscultural experience that provides future teachers experience with this type of
communication before they experience a real classroom with ethnic diversity. Although
the article emphasizes a very important point, it does not indicate the complexities and
limitations of how one can learn all the possible communicative misunderstanding that
can occur.
In Hall and Ramirez’s study (1993) researchers conducted a case study to
investigate how white middle-class Spanish learners perceived native Spanish speakers,
English speakers, and themselves. The researchers used a survey instrument, Galileo
Metric Multidimensional Scaling Program (Woelfel & Fink, 1980), to identify 241
students' cultural identities. The researchers found that the eight most frequently used
words describing native Spanish speakers were dark, fast talking, interesting, poor, goodlooking, intelligent, weird dressing, and drugs. This finding suggests that the students
used indistinct, simple terminology and showed limited knowledge of the Spanish
speakers’ cultures. Second, the students considered the Spanish speakers and English
speakers as having similarities, but they found few similarities between themselves and
the Spanish speakers. Last, the more students had studied Spanish, the less difference
they found between them. Such findings suggest that foreign language classrooms should
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incorporate development in intercultural interactions between speakers with the intention
of learning about cultures and language. This informative article shows the contrast
between different levels of awareness and knowledge of the Spanish culture among
Spanish learners, which reinforces the idea that language and cultural awareness should
be taught together, not as separate entities.
The reviewed studies in intercultural competence suggested that there should be
increased attention in this area to enhance students’ intercultural competence. Many of
the authors’ suggestions are related to awareness of cultural differences and willingness
to understand and learn about these differences in order to negotiate effective
communication.
In a foreign language context, it might be difficult to create a curriculum that
would incorporate all the competency areas. The cultural contexts of the classroom, and
the value systems within that society, may be in conflict with each other, leading to build
constraints in implementing such an ideal learning environment. The foreign language
class in this case is greatly influenced by the teacher’s beliefs and values in teaching
methods and materials and how willingly he or she would want to make an effort in
leading the students to transcend the stage of just learning for the sake of learning and
knowing the language without being able to use it. For this reason, learning to negotiate
rather than replicate correct patterns may prove more viable.
Class Activity: SPEAKING Model for Cultural Understanding
The sociolinguist, Dell Hymes coined the term communicative competence to
emphasize the understanding of culture through language practices. He devised the
SPEAKING heuristic (1972) to identify speech events. I introduced this model to my
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students as a tool to identify different types of culturally situated speech events in an
attempt to analyze what occurs within certain parts of movies they were assigned to
watch. The students were responsible selecting a segment of a movie to transcribe and
analyze using the SPEAKING model. I hoped to train the students to analyze different
types of communicative events and to show them how they could apply their
understandings to develop a notion of culturally situated language use. Although the
students initially resisted , by the end of the semester they found it useful believing it
gave them a different lens from which to look at speech events.
Hymes’ SPEAKING heuristic is helpful when looking at within the larger social
and cultural setting of the dialogue, and it enables them to identify the kinds of
interactions that are taking place. The students later expressed that their movie watching
habits changed. They tended to focus more on what each actor or actress was saying to
understand the transcript and the speech event (Fieldnote, June 19, ‘01).
Class Curriculum
Blending the mandated syllabus and my own principles, I designed a course to
incorporate video watching activities with the main reading comprehension textbook in
order to provide students with the opportunity to analyze some cultural aspects of the
main theme and situations within movies. Through analysis of themes and application of
the SPEAKING heuristics, I hoped that the students could practice building their
intercultural communicative competence by critically analyzing and comparing different
cultural aspects represented in the movies.
The first class meeting of the week was devoted to the main textbook (reading
comprehension and exercises) assigned by the program, and part of the second class

134

meeting of the week was devoted to collaborative group work activity with the focus on
the movies. On the first day of class, I asked the students whether or not they wanted to
form groups with the people whom they selected or if they preferred that I randomly
appoint students to form a group. Predictably, the students’ responses deferred the
decisions about group selection to me. I reasoned that by assigning members to groups on
the first day of the class, students could overcome their usual shyness about forming
groups. I believe the group dynamics would have been very different if I had given the
students choice of groups at the middle of the semester. The students would have chosen
their own members and engaged in group activities differently.
First Class of the Week (Main Textbook)
Because there were two classes each week, I designed each the week’s lessons so
that one class could be fully devoted to the main textbook, which was a compulsory and
for the second class I could plan to engage students in different activities using videos or
movies as the basis for group discussions, analysis, and presentations.
The first class of the week routinely started with my asking students what they
knew about the new readings from the chapter. Then, I read and gave explanations to
some difficult expressions or vocabulary and talked about the content of the article.
Toward the end of the semester, I stopped giving monologue lecture style explanations
because I found that the students became too passive. Students did not come to class
prepared for the lessons as they were expecting me to explain the details to them.
Therefore, I changed the interactions to hold each group responsible for taking certain
paragraphs and for paraphrasing a particular paragraph before giving explanations to
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their allotted segments. This change resulted in the students in becoming more interactive
and paying more attention to their work.
The class then split up into their groups and was given 40 minutes to work
collaboratively. In the groups, with the information they already had, they read the
articles first individually and then as a group. The students then collaboratively decided
on a topic of mutual interest and started their discussions around their topics. This
process helped the students to develop skill in expressing their opinions, presenting
arguments, and modifying their arguments as they engaged in discussions with other
students. In this part of the lesson, students learned to negotiate in the process of decision
making and learned to amend, accept, modify, and listen to their peers’ opinions.
Typically, the whole class then reassembled and each group was asked to present
their discussions. Each person was responsible for a part in the presentation, informing
the class of what they had discussed and learned from each other. This activity was
implemented with the objective that students would improve their presentation skills,
practice gaining confidence in front of the audience, and would allow them to share and
learn what other students had discussed.
For homework, students were expected to review the chapter they had read in
class. This process was intended for the students to reflect on what they had worked on in
their groups and to give them the opportunity to identify and work on vocabulary they
found difficult. They also needed to complete the reading comprehension exercises that
came with the textbook as these were the source of the questions that would later appear
in the standardized mid-term or finals.
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The goal of this type of lesson was to improve students’ understanding of the text,
to learn new vocabulary, and to be able to have discussion regarding the topics. Most of
the instructors in the program devoted two days to the main textbook and did not try to
incorporate other themes into their curriculum. Therefore, my students had less time to
concentrate on the main text compared to students in other classes. As semester
progressed, time became an issue. Students complained that they had too much “other
stuff’ to do instead of concentrating on the textbook. Because they wanted to devote
more time on reviewing vocabulary and going over the chapters, I had to readjust my
lessons near the finals to better prepare them for the exam. I reassured them that the mid¬
term and finals only counted 50 percent of the total grade, and other activities we did in
class were just as important as the exams.
Second Class of the Week (Interpretation, Creation and Presentation as Theme)
Learning a language in a foreign language setting can be problematic in finding
materials ideal for classroom activities and exercises. In my situation, I chose movies that
are in a video format to provide students with examples of everyday usage of a language
and give cultural knowledge of certain setting, according to different contexts. I had
planned that by having students listen to the conversations, students could focus on
sample phrases for certain situations and also help them learn to make critical decisions
about what to say if they were in similar situations.
Typically by the end of the first class of the week, I could ask students to choose a
movie that they would like to study for the next two weeks. I gave them the main theme
of the textbook so they could work on a similar theme on a parallel level. The students
then volunteered suggestions on the movies, and the class as a whole later negotiated the
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final choice through the show of hands. This process gave the students the opportunity to
think about and voice their opinions before selecting one they liked as a group.
The students were then asked to watch the movie at home and think about a
situation in the movie that they would like to concentrate on as a group. One student
from the group was then responsible for transcribing that certain section (2-4 minutes)
and brought the transcription to class to share it with the group. Students used their video
machines to transcribe the movie as they were watching the movie. This was one of the
most challenging tasks for students since it was time consuming.
In the next class the groups met and worked for 40 to 60 minutes, depending on
the class situation of that day. If there was more work on the main text, the video activity
work was shortened. They first decided which section and situation the group should
work on. This was also the time for them to negotiate among themselves in choosing.
The students then looked at the selected transcription and went to work analyzing
the speech event using the SPEAKING heuristic. The SPEAKING tool gave the students
the opportunity to look at different intentional cultural situations and analyze what was
unfolding with the tools offered by Dell Hymes and John Gumperz (1972).
By having the students examine a certain section of the video to analyze with
these tools, students could hopefully use their prior knowledge and attempt to look at a
situation from their own point of view as well as understand it in the culturally different
context of the video. Although this was a very difficult task eliciting a substantial amount
of complaints due to the long hours needed to produce transcriptions and analysis,
students were able to think critically about another culture and to better understand how
people in different cultures interact in certain situations.
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After the analysis was completed, the students were then expected to change the
script of the section they were interested in and recreate the situation according to how
they would personally react in that situation. This part of group work was largely
accomplished as homework. The group members met outside of class to do this work and
to prepare for the presentation in the following class. As mentioned earlier, the students
often complained about the amount of homework they were required to do compared to
their friends in other English courses. Although my intention was to stimulate their
interests, toward the end of the semester I realized that it might have been too demanding
of my freshman students because they had considerably more work than other students
did in other instructors’ courses.
There were several methods of assessment for the class. There were vocabulary
quizzes from the textbook on a weekly basis as well as a standardized mid-term/final
exam, and mid-term/final oral exam. Students were also assessed for their participation
in group activities, role playing and finally for their attendance. Due to missed classes,
there were changes in lesson plans and catching up with the other advanced classes in the
main textbook’s next chapter was inevitable. Some of the difficulties the students voiced
concerned about the amount of time and work it required to finish the video activity. This
was the major problem encountered in my attempt to implement a curriculum that
incorporated a unique cultural experience and analysis for the students.
Limitations of the Study
Several limitations I have recognized in doing this research are students’ response
to audio tape recording, and students’ awareness of their subjectivity in a class in which I
was both the teacher and the researcher. The focal students expressed both implicitly and
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explicitly their burdened feelings, resulting from being taped and analyzed during their
group work. They informed me that they felt unnatural in some ways because they could
not speak Korean when they wanted to. They were also conscious that I might come to
know about them breaking the classroom rule of speaking only English. Therefore, my
position as both researcher and teacher affected their behaviors in class.
This study lacked some aspects of diversity of the students. Of the four students,
two seniors were from Su Won, Kyung gi province, one freshman from Guh Jae Island,
and another freshman also came from the Kyung gi province, closer to Seoul than Su
Won. Therefore, the focal group only constituted by students from two different
provinces and can not be seen as representative of these provinces. My study is limited to
making claims related to the groups of students that were in this course.
Another research limitation relates to using critical discourse analysis. It has been
a means to analyze English speaking context by native English speakers. However,
because my research context is an EEL setting with transcriptions of English language
learners with different levels of cultural understanding and awareness of the speaking
norms of American English, I can not assume that they are using the norms presumed to
be operating by native speakers of English. More likely aspect of the Korean norms of
discourse strategies as well as bits of American discourse strategies they encountered
through movies and mass media may be operating simultaneously. One significant
difference between Korean and American discourse strategies that needs to be recognized
is that there is no honorific system in English that is syntactically evident. Therefore,
students’ use of English in the transcriptions can be at times a hybridized version of
language use which can lead to inaccuracy when strictly applying CDA. Therefore, I have
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used my sensibilities as a Korean speaker of English to make subtle interpretations and
discuss this further in my findings section.
Another limitation to using critical discourse analysis occurs when analyzing
microgenesis. Vygotsky states that microgenesis is the process of understanding higher
mental functioning by examining the moment-by-moment interactions when a subject is
trying to accomplish a task through an auxiliary aid (Vygotsky, 1978). However in my
analysis, I found it difficult and limiting to try to detect higher mental function through
analysis of the transcripts. I therefore did not identify higher mental functioning but
instead tried to identify language learning through self assessment by interviewing each
student and asking about their learning experience. Therefore, rather than detecting
whether they have improved their English through moment by moment interactions,
students’ self assessment and reflection seemed to have helped me understand of their
learning experience.
Additionally, the number of tapes I was able to transcribe and use as data limited
the research due to the quality of interactions which were not appropriate for analysis.
First, I had to eliminate tapes that did not contain group activities of all four focal
students due to absences. It would have distorted the data to analyze in depth without the
full group members present during group activities. Second, I had to choose tapes that
contained group activities with easier topics since it was easier for the students to interact
compared to topics with more serious issues not related to students’ daily lives. Due to
students’ limited English proficiency, group discussion with difficult topics did not have
enough language to transcribe that could be understood by myself as a researcher and
potentially to others reading this research.
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CHAPTER 5
ANALYSIS AND FINDINGS
Introduction
In previous chapters, I discussed globalization and the human capital theory in an
attempt to portray how the world’s economy have shifted and affected Korea’s English as
a foreign language (EFL) education policies. In addition, I gave an overview of how
Confucianism has been the culturally dominant value system in formal educational
institutions and relationships how it sanctions culturally among people to identify the
various tensions and conflicts among students in my university level EFL classroom. I
then reviewed Vygotsky’s theory of learning as how I think they relate to language
learning. Moreover, I explained how I integrated these into my curriculum and how I
began my research with students who experienced learning in this curriculum.
In this chapter, I concentrate on the micro level of classroom group activities to
understand each student’s language learning experience through interactions. I examine
different levels of struggles and conflicts students experienced. I analyze interactions
among students from audio taped lessons and interviews of the focal students. My
analysis is developed by conceptualizing power relationships between students, their
motivation and objectives, sociohistorical background, and implicit classroom policies. I
will discuss these in detail from Vygotskian perspective to portray the students’ learning
experiences in this semester of EFL classroom.
I organize the chapter by first analyzing students’ sociohistorical backgrounds to
understand each student’s previous learning experiences. Drawing from ethnographic
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research method, I have used my field notes from observations of the focal students to
generate sets of questions to further pursue the emergent issues that I have observed.
I drew on data from my interviews during the mid semester and at the end of the semester
to portray their lives in terms of migration, institutions, frequently related to the
geographical, school and to their family levels. I then analyzed the interview data to
identify Confucian ideologies that might be inherent in their language during their
interviews. The goal for this part of analysis is to relate Vygotsky’s sociohistorical
experience of each student in the course and how their histories were changing as they
experienced university life. Each student’s sociohistorical context provides potential cues
to explain the students’ tensions experienced in their group and class.
In the second phase of my analysis, I try to portray the focal students’ learning
experience in group activities in relation to their sociohistorical backgrounds. Together
with the ethnographic data from field notes and interviews, I proceed to the next step to
analyze students’ group interactions using CDA to depict the power relations within the
group that might have derived from Confucian values and communicative language
abilities. Through this analysis, I document each student’s perspectives on the tensions
and difficulties experienced through group work, what type of mediating tools they used
and how that affected their learning experience through interactions. In addition,
interview data to triangulate with my understanding to detect Confucian ideologies
within each student’s language.
In the third phase of my analysis, I try to present the connection between students’
sociohistorical backgrounds, class and group experience, influence of motivations and
goals in their learning experience and their beliefs on learning English after one year of
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completing the two semesters of Freshman EFL courses. In order to achieve the analysis I
used the activity theory to guide a description of their experiences using the activity
system from students multiple perspectives on their voices, historicity, contradictions
and possible transformations. I used the previous interview data during and after the
semester, analysis from CDA, as well as e-mail messages and additional interview
transcriptions a year after the observational research was conducted. The goal of this
section is to document the complexities of each student’s experiences and identify what
might have helped them to negotiate their language learning experience through
interactions despite the different levels of conflicts and struggles.
My Role as Teacher and Researcher
Prior to my ethnographic research on this particular class in the Spring semester
of 2001,1 had not given much consideration to how my students might be experiencing
difficulties with my instruction in relation to their previous educational experiences. At
that time, my main concern as a teacher was how I could make my lesson plans as
interesting as possible so that students would not become bored. I wanted to contribute
to their learning and to improve their English proficiency. My primary concern was how
my students could experience a different learning compared to other EFL instructors
within our university. I had hoped that they could achieve higher than median exam
scores when compared to other Freshman English classes. At the time, I admit that I was
not very concerned about their social interactions. Perhaps due to the large number of
students in each class, I felt that I might be intruding into their personal lives. As a result,
I distanced myself from my students and by not communicating with them other than on

144

topics related to my class curriculum and their progress in class. Perhaps my own actions
could be seen as ascribing to Confucian beliefs.
My shift in interest and goal took place after I came back to Korea from the
United States with a goal to research my classroom and get to know the students and
their lives in order to learn about their experiences in my classroom. To my surprise,
what I had learned was far greater than my initial agenda, and opened my eyes to
different aspects of the world, my country, my classroom and my students.
My dual role as the teacher of the class and the researcher created a different
dynamic when I conducted interviews with my focal students. As a teacher who had been
influenced by Confucian social practices through family influence, my actions and
behavior to students were practices of Confucian ideologies to some degree.
In terms of topics raised, I suspected that they might resist discussing some issues
because I was the teacher of their course. I admitted might have been constructing a
power relation within our communications that might have created oppressive conditions
if viewed from students’ perspectives influenced by Confucian ideologies. By asking my
focal students to participate, I could have been seen as exercising power over the students
to cooperate. Undoubtedly, this has implications for students who might have felt less
pressure to participate had researcher been from the outside or not from the university.
However, it is also possible that students might have tried their best to convey their own
realities concerning their classroom experiences to portray each individual’s home and
educational environment. Since this was a first for both them and myself, I launched into
my project when they were willing and consented to participation knowing how I would
benefit. Students also might have believed that this opportunity can create a special
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relationship from a personal level with their instructor which could potentially lead to
advantages in class (Fieldnote, Mar 15, ’01)
Students’ Sociohistorical Background and its Influence on Learning English
In this section of my data analysis, I try to answer my first research question.
1. How do students’ previous educational and sociohistorical experiences
influence their learning experience in this particular EFL class?
I based my analysis through initial references from my field notes. Through
observations and field notes, I was able to identify emerging issues visible from
reviewing tape recorded group activities. From this review, I compiled a set of interview
questions that seemed to be relevant to the focal students’ group activities. I then
analyzed the interview data in search of possible emergence of Confucian ideologies
using critical discourse analysis to identify their systems of knowledge and belief, social
relations and social identities (Fairclough, 1992:238).
One major difficulty I found in this section of data analysis was that I had to look
at the interview data ever conscious that the students might be providing partial
information. In other words, rather than giving full face value to the interview data, I had
to put into consideration a possibility of distortion in data given that I could be viewed as
the authority and the teacher with power to control their grades and their responses
during interviews. Therefore, as the teacher and researcher working together with my
students, we were co-constructing the outcome of the interview data. As a result, it is
important to note that the analysis in this section represents an attempt to recreate one
layer of analysis of each student’s sociohistorical background.
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In terms of the whole class context, as I became more familiar with my class and
particularly my focal students, I realized how the class was socially, economically and
educationally diverse. Although this particular freshman EFL class was grouped for
special education majors, students from social studies and history majors within the
School of Education took the course. There were also three seniors who were repeating
the course due to their failure to pass in their freshman year. Within this diverse group of
students, each individual student had different English proficiency levels.
Students’ Geographical and Sociohistorical Living Environment
In an attempt to understand students’ English levels as well as their previous
learning experiences, I conducted a survey with the whole class. I hoped to use this data
to guide my teachings methodologies to support individual differences and adapt the
lesson plans accordingly.
The questions I asked were:
1. Where is your hometown and where do you live in Seoul?
2. Have you had extra English lessons throughout elementary school to high
school?
3. How do you evaluate your communication skills in English from a scale of 15? And why?
4. How do you usually get in contact with English?
5. What would you like to do after graduating from university?
6. How do you think you will be using English in the future?
7. What do you think are your biggest problems in using English and why?
8. What are your expectations of this class and the teacher?
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It was quite astonishing for me to see the varied levels of communicative abilities
in the same class. One of my discoveries was that students who grew up and had been
living in Seoul had much higher proficiency than students who were from other provinces
of Korea. There were actually more students from outside Seoul than natives of Seoul in
this particular class. Fifteen students were living in the school dormitory boarding houses
around the university or were living with close relatives. Surprisingly, there were only
five students who had been living in Seoul for more than fifteen years of their lives. From
one of the questions I asked whether or not they ever had extracurricular English lessons
prior to entering college, three out of five students from Seoul received extra lessons and
eight out of fifteen from provinces outside Seoul received extra lessons. Although it
seemed more than half of the students from Seoul took English lessons, the number of
students from outside of Seoul was also quite large, a little less than half of the total
students. This fact however did not provide me with the data to understand their
previous learning experiences. Therefore, I looked into the next question where I have
asked where and how they usually get in contact with English in their daily lives.
Students from Seoul said English was everywhere and they listened to popular English
music and surfed the Internet using English. On the other hand, students from outside of
Seoul said that the only time they had been exposed to English was through textbooks. I
thought this the answered my question why students who had been living in Seoul had
higher proficiency. Students who had been living in Seoul were becoming more
accustomed to using English so much so that even in their out of school lives, their
hobbies required them to use English. In contrast since English was not part of their
daily lives for those who lived outside of Seoul, fewer opportunities existed.
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In case of the four focal students, all four of them grew up and lived outside of
Seoul. Won Young especially lived in a remote island where opportunities were limited.
It seemed from these four students that regionally they were at a disadvantage with
regard to contact with English when compared to the students from Seoul. As seen from
previous the chapter, one of the effects of globalization is the spread of neoliberalism
preventing equal distribution of capital for development. English is a “capital” whereby
as a result of this policy, schools in the district where Ji Min, Eun Kyung and Won Young
grew up might not have had been the financially advantaged districts targeted for
investments in school facilities and recruitment of qualified teachers.
I found Bourdieu’s (1973, 1977, 1991) theory on habitus, cultural capital and
field useful for explaining the varied levels of learning for the four focal student cases.
Habitus is described as:
Habitus is a set of dispositions which incline agents to act and react in certain
ways. The dispositions generate practices, perceptions and attitudes which
are regular without being consciously co-ordinated or governed by any rule
(Bourdieu, 1991:12).
As Bourdieu elaborates, habitus is considered a set of norms learned from the
living environment which children adopt as their lifestyle. Included in this are the types
of language used, different types of skills, ways of thinking and worldviews which
Bourdieu calls “cultural capital”(Bourdieu, 1991). Cultural capital is important because it
has the potential of being one’s advantageous asset when one is in the “field” that
recognizes the value. “Field” is described as
A field or market may be seen as a structured space of positions in which the
positions and their interrelations are determined by the distribution of
different kinds of resources or capital (Bourdieu, 1991.14).
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Thus, Bourdieu argues that if a child develops the “right kind” of cultural capital
through living in an environment with parental influence, extra-curricular academic
support, social practices of the community, the child will be positioned to have more
advantages over others who do not possess the “right kind” of cultural capital. Bourdieu’s
theory on the important influence of the living and learning environment compliments
Vygotskian sociocultural theory of language development through signs and tools. In
Vygotskian theory, the signs and tools one learns through surrounding environment
mediates language learning. As this is the main focus of his theory of reaching the higher
mental functioning, each individual’s signs and tools are different according to the living
and educational environment he/she grew up in. These signs and tools can be used in
different social and educational setting which can be either beneficial or deterring
according to the context.
As reviewed in the earlier chapter, Vygotsky’s (1978, 1981) theory places a
person’s culture as the very basis of influencing one’s socialization and leading to
development of human’s higher mental functioning. Interactions in one culture and
environment locates where one’s cultural capital can be learned and forms the habitus of
the society, family culture and family values through signs, tools and mediation
(Wertsch, 1985; Wertsch & Tulviste,1996). As a result, when one experiences a similar
field, she or he may be in a more advantageous state then someone who is from a
different field. On the other hand, this strong emphasis on sociohistorical factors might
also bring negative consequences on a student when clashes of learning ideologies exist.
According to Vygotsky, a person is able reach higher mental functioning through
scaffolded interactions throughout one’s sociohistorical experience. This implies that

150

learning takes place over time in a social context. Thus, when a student experiences a
classroom setting with new learning practices, students gradually become familiar with
the practices and learning process. Vygotsky’s theory however does not address what
might happen when one is forced to situate oneself in a contradicting practice from
his/her previous experience. I will further explore this issue in the second section of data
analysis to identify the possible struggles and tensions students had experienced during
interactions. In order to better understand each student’s experience in class, I will first
concentrate on how each individual’s sociohistorical experience and what types of signs
and tools they possessed. I will then further analyze with the class transcriptions how
they were used as mediation during group interactions in my EFL classroom.
Sun Ae
Among the four students. Sun Ae grew up in the most advantageous conditions
and was also the most fluent in English with an intense urge to excel in the first semester
of her EFL class. Her hometown is on the border of Seoul, which is also known as the
bedroom town from which people working in Seoul commute. It is about 90 minutes
from downtown Seoul. Because the town is very near Seoul, it had similar educational
advantages as the city. However, the culture is quite different from Seoul because the
local residents are predominantly poor farmers. The real estate value is much lower than
the city’s and therefore people of working class through lower middle-class live in the
area. During the second interview in June 19th 2001, Sun Ae expressed her situation very
clearly regarding her experience with education.
Living in Kwang Myung shi didn’t influence my education much. I believe
there were as many parents who were very interested in their children’s
education and there were lots of institutes and tutors available in our area.
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So, unless I’m being compared to someone who went to the specialized
foreign language high school, I don’t feel that there were any disadvantages
of living in the outskirts compared to living in Seoul (#2 Interview June
19,’01).
In Sun Ae’s case, she confidently believed that her parents played a very
important role in her education. She stressed the fact that their interests in her education
enabled her to take advantage of what was available around her.
My parents were very interested and concerned about my education.
Although they didn’t have very much money, they were always concerned
about what would be good for me. They didn’t nag to make me study at all
though (#2 Interview, June 19’01).
Because Sun Ae’s father was a civil servant, she informed me that she grew up
having financial constraints. However, because of her parents’ interests in her education,
she was able to have low cost English tutoring programs because her family could not
afford private tutors. Sun Ae’s parents highly valued education and this was revealed in
her description of her parents and their views about education. “My parents were very
interested and concerned about my education.” Even through financial hardship, her
parents managed to set a priority in Sun Ae’s education and provided her with
extracurricular lessons.
From the information gathered in the interview data above. Sun Ae was able to
have a teacher once a week who came to do English worksheets with her. This is a very
popular, inexpensive alternative method of having a tutor in Korea. It is widely used
among lower and lower middle-class families. She also had a chance to have weekly
telephone conversations with an English tutor through a different program as well. She
had these extra English lessons starting from 4th grade in elementary school. She
describes her extra curricular English experience as:
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When I was in fourth grade, I started taking English lessons once a week
through an English study program. The first program I joined was the kind
where the teacher came once a week and taught me how to read words. It
was boring so I changed to a different program called “Teacher Yoon’s
English program where the teacher also came once a week and used the
phonics to teach me how to read. I also had telephone calls with the teacher
every morning to review what we learned before. But the phone calls were
not spoken in English. Rather it was done in Korean asking different
questions on what we learned before. I think my English lessons helped me
when I went to middle school (#2 Interview, June 19 ’01).
Sun Ae was surrounded by opportunities where there were low-cost English
programs due to her geographical advantages of living near Seoul. Additionally, Sun Ae
strongly believed that her parents played a pivotal role in motivating and providing her
with moral support to succeed in school she acknowledges how she has benefited from
her parents’ values on education. This type of strong parental support to children’s
education and priority given to education aligns with the prevailing Confucian ideologies
about education.
The type of cultural capital and habitus Sun Ae displays can be traced easily to
the geographical advantages that she has from her internal family culture. Sun Ae was
very confident about the quality of her education and environment and unequivocal about
her parents’ support eventually leading her to work hard in the EFL class.
From a Vygotskian perspective. Sun Ae’s sociohistorical experience benefited her
learning experience in the EFL class because of her previous extra curricular lessons and
acceptance of the value her parents placed on English education mediated her. Although
her high school English class experience was a teacher centered traditional class with
concentration on grammar and reading comprehension, she felt her extra English lessons
provided her with an opportunity to view and construct English as a tool and mediated
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learning experience in high school. This eventually could have influenced Sun Ae to
develop the tools (English communicative ability) which she used as a mediating tool in
the university level English class during group interactions.
Won Young
Won Young is another freshman who lived most of her life in a remote island
called Guh Jae Do. The island is reknown as the home of one of the world’s largest ship
manufacturers. The vast majority of the residents in this island are employees of the
shipping company who came from different parts of Korea. The engineers and
administrators as well as blue-collar factory workers are all based in this island. The
island itself is a community of its own where everyone knows everyone else since they
are related to each other as employees of the company (#1 interview, April 2, ’01)
Won Young might be seen as having had the least cultural and academic
advantages among the four focal students. Growing up in a small community where all
the daily necessities had to be shipped in from main land. Won Young had difficulties to
be in touch with the outside world because she was secluded from the mainland and only
able to visit on special occasions. Her main source of the world outside of the island was
through mass media. The island did not provide many educational opportunities either.
According to Won Young:
Guh Jae Island doesn’t have any language institutes so I didn’t have
opportunity for extra English outside of school. At school, we only did
reading comprehension. However, I listened to “Good Morning Pops” radio
program at 6 am everyday from the period of grade 2-3 in high school. I was
able to learn expressions through songs and memorized the lyrics easily. I
think it helped me a great deal in terms of using practical English. I even
went to school and shared the expressions I learned with my friends at school
(#2 Interview, May 29 ’01)
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The radio program “Good Morning Pops” is a very popular morning program
where each week the DJ chooses a song and reviews and translates English lyrics.
Through the process of translation, listeners learn different types of expressions. The
program does not concentrate on grammatical structure but reviews the meaning of the
phrases and how they relate to the main theme of songs. For Won Young, this radio
program ignited her interest in English and popular western songs. She claims that this
was the only source of exposure to English on the island.
Won Young’s unique case of growing up on an isolated island might not have
enabled her from acquiring the type of cultural capital and habitus that might have given
her advantages over others in the “field” of EFL freshman English class. However, her
interest in western pop songs and her diligence to wake up earlier than other people to
listen to the radio show might have helped her maintain a certain level of English
proficiency despite the geographical distance from locations where the influence of
English could be readily felt.
Another influence on her was her father. She describes him as follows:
My father was very conscious of my grades. He did not like it when my
grades dropped. He constantly monitored my grades and had very high
expectations of me. He is a very strict dad (#2 Interview, May 29 ’01).
What is important to Won Young is the influence that emanates from her internal
family life. Regardless of lack of material wealth in her environmental, her internal
family environment allowed and maintained her motivation and interest in English. In
her interview data. Won Young describes her father’s actions to oversee her academic
life in the excerpt above. Her characterization of her father as being “strict” and placing
education as top priority continue to align her habitus with Confucian values. First of all,
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a strict dad indicates traditional patriarchal portrayal of a father with great power and
expecting absolute obedience from the children in a Confucius influenced family. His
“monitoring” of children’s grades might suggest a strict priority in education within the
family. Because he himself was a college graduate, he seemed to have made sure that
Won Young did well in school to be able go to a prestigious university. She explains that
she was always conscious of her grades and had studied throughout her school years in
the island because her father was always encouraging and pushing her to do better. In
Won Young’s case, the geographical environment affected her learning in many ways but
her family support compensated for it.
Examining Won Young’s background, though she was socialized in a
geographical environment where there were very limited material resources, she was able
to gain the cultural capital that might have helped her learning experience in my EFL
class. However, she claims that the limited access to English was compensated by her
persistent listening to radio and her building interactions with her friends at school in
English which gave her opportunities for using English. For example, translation requires
comparison, contrast and synthesis of English synonyms, morphemes and silent elements.
The social interaction with friends allowed for discussion of their opinions, summary and
synthesis of the weekly broadcasts. Perhaps this practice with friends helped her develop
her ability to analyze. Therefore, from Vygotskian lens, Sun Ae used the radio program
as her tool and mediated her interactions with her friends at school by giving
demonstrations in English and building conversations around the English phrases she
heard. The radio program as a tool which mediated her use of English and interactions
with her friends could have furthered developed to language learning. This same tool
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Won Young had in high school also could have been used during group interactions
within the university level English class.
Won Young’s family’s high values on education bolstered her interest in English
education. Growing up in such an environment, it would have been difficult to avoid and
learn the Confucian ideologies throughout all aspects of life. Although she expressed her
struggles in the beginning of the semester, she might have been able to adopt herself
more easily in the Freshman English class due to her desire to succeed academically.
Ji Min
Ji Min is a senior who took this Freshman EFL class in a third attempt to pass it
before graduating. This course was one of the two semesters of required Freshman EFL
course she had to take. Among the four focal students, she was the only student who
expressed limited opportunities due to geographical reasons, as well as lack parent
interests in her studies. In Ji Min’s case, the interview data seem to indicate that neither
contact with environment nor geography contact was supported by her family.
The “Incheon” area where Ji Min currently lives and grew up does not have high
academic standards (# 1 Interview, April 2 ’01). The area is predominantly composed of
Korean style sashimi restaurants and cafes where tourists from Seoul come to enjoy
seafood. Ji Min did not live in the residential district where many of her friends lived. Ji
Min informed me that among her friends, people who lived in condominium complexes
were those whose parents had higher academic degrees and who expressed more interests
in children’s academic performance. Ji Min explicitly complained that she did not like
the area she had to live in. She had wished that she could live in condominium
complexes like her friends.
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The area in which I lived in didn’t have any language institutes because it
was a restaurant district and there weren’t any chances of listening to or
reading English except at school. Even all the signs on the streets were all in
Korean. There were no English signs like Seoul (#2 Interview, June 19 ’01).
In terms of exposure to English, she states that she did have much in her
hometown. Her regret that there were no language institutes for more opportunity to learn
English is further evidence she perceived contact and interaction with English prior to the
university as having high value.
Another striking fact about JiMin was that she complained about her parents’ role
in her education. She states that, “I think my parents did not care about my education. I
think my parents did not help me at all” (#2 Interview, June 19 ’01).
The statement “my parents did not care about my education” goes against
Confucian value on education by parents to children. It seems evident in Ji Min’s
complaint “my parents did not help me at all” that she expected her parents to be
supportive of her education revealing perhaps her alignment with Confucian values.
From our conversation regarding her parents, Ji Min commented on their lack of
financial resources. Because there were not any language institutes in her neighborhood,
Ji Min regretted that her parents could not afford the private tutors like her other friends
had which provided a way to receive extra English lessons.
One of my good friends whose father was a doctor had a tutor because
elementary school. I always felt envious of her because she always did very
well in high school English. I also wanted get a tutor myself but I knew it
would cost too much and would be a big burden on my parents so I didn’t
even bother asking my parents for a tutor (#2 Interview, June 19 ’01).
From the above interview data, her statement “I always felt envious of her”
provides information on how she viewed a friend who had both the moral and financial
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support from parents. Ji Min’s interview data revealed significant aspect of Confucian
ideology in her statement “would be a big burden on my parents.” Ji Min’s reluctance to
ask her parents provides some evidence for building further alignment with the notion of
deference to one’s parents, showing filial piety. As examined above, Ji Min seems to
construct herself as a person influenced by Confucian values by questioning her parents
on their role and responsibilities on her education and by deferring to their judgment.
Apparently, she had not conveyed her opinion to her parents but only through the
interview process, she had formulated this idea. As stated in above interview data, Ji Min
seemed to have believed that lack of parental support both morally and financially
impacted her English education greatly despite her interest and desire to learn. Thus, she
considered experience growing up in a restaurant district not to have contributed to
preparing her for English classes. She expressed deep emotional feelings about the
educational conditions of where she lived and envied the friends who lived in areas
where there were more opportunities for students to get a better education. She explicitly
conveyed during our interview that she believed her family neglected to provide her with
academic support and therefore she had to independently pursue academic achievements.
In our first interview, she informed me of her tutoring job and how it was for the
first time in her life supporting her English abilities in class. Ji Min was teaching English
grammar to a middle school student twice a week. She believed that this experience was
helping her participate in the group work. She states that:
Because I have to review the grammar book twice a week in order to teach my
student, I think it is helping me make sentences better in my head during our
group activities (#1 Interview, April 2, ‘01).
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Therefore, she attributed experiences outside of her immediate academic environment
actually providing support for her to become at ease with formulating sentence structures
during group work, resulting in a more active participation in my class.
Environmental factors in Ji Min’s life did not seemed to have supported her to
adjust well to an EFL classroom environment if we solely examine experiences to
internal family life or to external environmental conditions. Ji Min’s parents’ apparent
indifference toward education could have contributed to her success or failure in one
subject but placed greater challenges for her to be successful in a subject matter that
became important to her academic success at the university. However, during the period
she was taking my EFL class, outside of class commitments as a tutor helped her to
review English grammar frequently and perhaps bolstered her confidence in being able to
participate in contrast with the lack of support she experienced in her past failed EFL
courses. From a Vygotskian lens, interactions with her student contributed her to develop
the tool to mediate the group activity interactions needed in our EFL class.

Eun Kyung
Eun Kyung is the second senior who also grew up and currently lives in
“Incheon”. One of the surprising differences between Eun Kyung and Ji Min is that Eun
Kyung was very satisfied with the town she grew up in with her parents. Her internal
family life consisted of parents and her two younger sisters who created a very supportive
and caring environment.
Eun Kyung claims that she never thought about taking extra English lessons
because she did well in English reading comprehension at school. Her parents were not
concerned nor were interested in providing her with extra English lessons. She scored
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high in the English section for the college entrance exam. Therefore, she never realized
that speaking and writing was important part of learning English. However, when she
came to Seoul to attend the university she had to go through a period of culture shock.
She was especially shocked to find out that her speaking and writing abilities were far
less developed than other students in class. She recognized that her school and the town
environment were not as demanding as compared to Seoul. Thus Eun Kyung may have
realized the differences in the “field” where her cultural capital and habitus was
appreciated in her local community as a high school student but was not be fully
appreciated when the “field” changed to the university setting in Seoul.
The school environment was very pleasant. Students were not very
competitive and they lived a very calm life. Teachers did not push us to
study hard. I don’t think the school itself was academic focused (#2
Interview May 24 ’01).
Eun Kyung also stressed the point that she had no chance to be in contact with
English in her daily life. None of her friends even listened to popular western songs.
Instead, a few of her friends were interested in popular Japanese music. There were not
any language institutes nor did she know anybody who took extra English lessons. In the
interview, Eun Kyung commented that she still could not become accustomed to how in
Seoul and Incheon her friends had such different educational attitudes.
The information that Eun Kyung revealed in the interview indicated that she had a
very enjoyable and supportive family atmosphere. Since her father was a marine police
officer, Eun Kyung did not feel many financial constraints when she was growing up. She
claimed that her family was a comfortable and typical middle-class family. Often through
our conversation, Eun Kyung provided comments supportive of Confucian values of filial
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piety. She indicated how she tried to please her parents as a responsible daughter. “Mom
doesn’t like it when we are not home early”. In another statement, Eun Kyung
commented, “I try to take turns and make sure someone is at home during the week to
have dinner with my parents”. Eun Kyung’s concern that her parents might be eating by
themselves reveals how she values obedience and responsibility as a grown up child to
care for the parents’ well being. Therefore, throughout our interview, Eun Kyung
constructed herself as a responsible daughter influenced by values that align with the
Confucian system.
Our family environment is so good that my sister and I try to be home early to
have dinner at home at least three times during the week. We have realized that
mom does not like it when we are not home early so my sisters and I try to take
turns and make sure someone is at home during the week to have dinner with my
parents (#2 Interview, May 24 ’01).
Another element of Eun Kyung’s portrayal of her as being influenced by family’s
Confucian ideology is in her description of her mother as a devoted mother and wife. Eun
Kyun describes a typical scene prior to coming to the university.
My mom came into the room late at night to give me some snacks while I was
studying and told me not to stay up too late studying. She never pushed me to
study but instead wanted me to go to bed early (#2 Interview, May 24 ’01).
Eun Kyung reveals not only her mother’s views about education, but also for her as a
child’s needs. Eun Kyung expressed that her parents encouraged her to do well in school
but never pushed her. During the interview, her expressions toward her family seemed to
have illustrated mutual loving relationship with her family members and value she placed
on having them.
Eun Kyung’s geographical environment might not have provided her with
stimulus nor opportunities to become interested in English. Although she seemed to have
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had a successful academic life in school with outstanding grades, the English education
she received prepared her in terms of reading comprehension, which was taught with its
main focus to prepare students for the college entrance exam. According to Eun Kyung,
she ,as well as her parents, did not think it was important to have extra lessons nor did
they think English proficiency was going to be important in her life after high school.
However, Eun Kyung’s internal family environment, influenced by Confucian values
seemed to be the key to her happiness. Although she expressed her frustrations regarding
her low English proficiency, she did not believe it was going to affect her too much in her
life.
Eun Kyung’s learning experience before entering the university had been a very
favorable and satisfying until she realized the limits of her abilities in English. The
environment she was living in did not provide her with signs nor tools to invoke many
interests in English besides learning grammar and reading comprehension in school.
Therefore, while Eun Kyung’s preparation was appropriate for her local community, she
needed additional tools to be able to adapt the new learning environment in the EFL
classroom. Through my observations and field notes, toward the end of the semester Eun
Kyung seemed to have slowly become more socialized into the new learning environment
and started to interact more fully with her class mates during group work.
Researcher’s Perspective: Understanding How Students Respond to Shifting Social
Realities
Interview data from the focal students provided a view of their perceived
preparation which pointed to historical and economical factors that have affected their
past and present English learning opportunities. These interviews also revealed
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significant differences between the seniors and the first year students. The two senior
students, Ji Min and Eun Kyung lived in a social context with different opportunities to
access English than did Sun Ae and Won Young, who were first year students. A gap
between the two seniors and the two freshman students could be easily identified. Being
three years younger than the seniors. Sun Ae and Won Young were high school students
when the Korean ministry of education announced the English education reform in 1997
to take effect from 2000. The goal of this policy was geared toward to prepare Koreans to
become global citizens. Although they were not directly affected by the curricular
changes structurally in school, the society as a whole was going through substantial
attitudinal changes toward the importance of English in Korean society. There was
constant media coverage of the government’s policy to change the English curricula from
elementary school to high school. This phenomena might have influenced shifts in the
public perception. For Sun Ae and Won Young, as high school students they were
affected by the curricular changes. Being academically successful meant seeing the
importance of learning English. On the other hand, Ji Min and Eun Kyung were already
in college in year 1998 when the government initiated the changes starting for year 2000,
only later they realized that English was now more important to their academic success
and for life after graduation to meet society’s new demands.
As high school students, the cultural capital and habitus they learned and acquired
might have benefited Eun Kyung and Ji Min had they remained in their hometown. Upon
commuting to Seoul, this preparation was seen as problematic. The need for English in
Incheon was far less than what was now needed in the university. We can surmise that
this might have influenced students’ interests in English. Ji Min and Eun Kyung had less
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exposure to western culture and consequently did not feel the need to learn English other
than as a means of satisfying requirements for admission to college. Initially they both
believed they did not have to continue learning English nor was it going to influence their
academic life in the university.
In Ji Min’s case, she seemed to have been influenced to have interest in English
by a rather affluent friend whose parents were able to afford a private tutor for many
years. She confided that she wanted to learn herself but could not because of financial
reasons. Reflecting globalization’s influence to stratified societies, the affluent could
fully support their children with extra lessons but the lower class could not, creating an
even more stratified society. In Ji Min’s case, she had to solely rely on school lessons
because there were not any affordable language institutes or English worksheet programs
in Incheon area. Ji Min received a “C+” as her grade which she was very satisfied with.
Despite her many absences in class our class, she scored well in her exams.
In Eun Kyung’s case, she expressed that she had no interest in English prior to
college. While studying English in high school was inevitable before entering college,
she thought that she did not have to continue. Unfortunately, when she realized that
English was very important in college as well, she became very stressed. Both her
disinterest in English as well as the living environment in Incheon where she would
return back home contributed little encouragement for her to make further progress in
English. Although she received considerable moral support from her parents, according
to Eun Kyung, they apparently did not encourage her to receive extra English lessons.
Even though Eun Kyung received a “C” as her final grade at the end of the semester it
was the highest grade she was ever able to receive in EFL Freshman English course and it
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was a satisfying grade for her. I observed Eun Kyung to be a very hardworking student
despite her low participation in group activities.
Sun Ae seems to have been the privileged among the focal students because she
had geographical advantages, as well as supportive parents, who valued education and
who provided Sun Ae with extra English learning opportunities at a level only they could
afford. She lived in a district near Seoul where she was exposed to much of the Western
culture of Seoul, to the language institutes and to various means of learning English.
Thus, she was able to participate in an inexpensive English program where she attended
her vocabulary through reading as an elementary student. Her early exposure to reading
and listening to English built a strong base for English learning experience throughout
middle and high school. This in addition to her living environment gave Sun Ae an
advantage to participate with more ease academically in my class compared to other
three focal students. As a result. Sun Ae was equipped to receive the highest grade at the
end of the semester among the four focal students.
Although Won Young grew up in a very remote island, she claims that she had
always been interested in western pop songs which led her to listen to a weekly radio
program that introduced a popular English song. Considering the array of possibilities for
entertainment in her small town and the increased globalization of English in the music,
video and movie industries, it is not surprising that “English songs have penetrated even
to small towns with limited social activities. The limited environmental resources in
English constrain her choices which may create reliance on radio programs. Won
Young’s interest in the pop song program is not coincidental but resulted from her own
action to become more engaged in learning phrases and vocabulary in English. Through
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the process, she learned new expressions and vocabulary through different English songs.
Won Young’s sustained high interest in English throughout her high school years most
likely contributed her to doing well in the activities with media in the Freshman EFL
class. Not only was she learning English through apprenticing herself through active
listening to the radio program, her practice deciphered the metaphoric language set her
up for the tasks in the freshman English course.
By examining the four focal students’ sociohistorical experiences and their
habitus, it was evident that some students gained advantages over others by drawing on
their past learning in environments where access to English was prominent together with
parents’ moral and financial support. However, upon closer inspection of Won Young’s
case, neither geographic nor financial support was a factor that influenced her to
maintain interest in English. Rather, continuous academic moral support from her parents
and her affinity with English pop songs helped her maintain the desire to learn English.
Thus her habitus and cultural capital came from her family where the value of education
and father’s monitoring contributed to shaping Won Young’s subjectivities in ways
similar to expectations the university setting.
Each student’s sociohistorical experiences undoubtedly had heavy influences
from values aligned with Confucianism and their own relationships with their parents.
Won Young and Eun Kyung’s statements about their family life portrayed strong values
of education and filial piety expressed in the parents’ relationships with them and their
own relationships with their parents. Sun Ae’s parents placed high values on education. It
was apparent through their many financial sacrifices made for Sun Ae. In contrast to the
other three students, Ji Min’s description of her family seemed to convey for less
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traditional Confucian values. Interestingly, while Ji Min herself seemed to recognize a
difference in their values, she respected her parents therefore aligning herself within the
tenets of Confucian ideologies. However, her statements revealed that she consciously
admired students of those family values and sought after it. Through examining four
focal students’ statements, it was evident that Confucian ideologies permeated their
statements and in turn influenced their report of their academic life and their family life.
In the EFL class I taught, my curriculum seemed to privilege those students with
prior access to interacting in English. After analyzing the interview data, I can see how
students who already developed signs and tools needed for the class seemed to figured
prominently in affecting how well each student adapted to the learning environment I
created. Sun Ae, as indicated previously might have benefited the most. She learned
many signs and tools to adapt well in the EFL class and use it as mediation through her
early years of receiving extra English lessons. Won Young seemed to have learned a
certain level of analysis of signs and tools for analysis through the radio program and
interacting with her friends in school about the pop. songs. In Ji Min’s case, her new
experience in tutoring English to a middle school student provided her an additional
venue to appropriate the signs and tools outside of the classes’ group activities. However,
in the resesarched class Eun Kyung became identified as the only student in the focal
group who did not seem to have learned how to appropriate English previous to starting
my class. As a result, through the EFL course she was becoming socialized which
emphasized a particular set of classroom practices.
From my interview data, it is clear that each student’s interest in English was
evolving differently drawing upon tools from their previous learning in diverse Korean
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environments. Their experiences set them up to benefit in different ways and caused
tensions in contact with my curriculum. The actual tensions in the interactions are
captured in the analysis of selected classroom episodes
Possible Hierarchical Work Order Among Students
Introduction
In this section of data analysis, I attempt to answer the following research
questions.
1. How did students’ negotiate tensions, identities and power among themselves
during group work affect language learning through interactions?
2. How did an “English only” classroom rule affect students’ participation,
interactions, identities and learning?
I use Critical discourse analysis to examine the power structures and ideologies
within group interactions. I then take the Vygotskian perspective to analyze if or any
scaffolding occurs through interactions within the group, what kind of tools for mediation
if or any were used during group interactions. Through the combination of different tools,
I was able to identify and portray each student’s experience in the class.
My teaching practices for my EFL classroom had been heavily influenced by
Vygotskian view of language learning through interactions. I had designed my class
curriculum in attempt to maximize students’ interactions in English by providing students
with meaningful interactions in context. In addition to the constructivist curriculum, I
valued Vygotsky’s framework emphasis on students’ sociohistorical development of
signs and tools. Consequently the interview data was gathered to bring this information to
be analyzed. Additionally, the stage of‘microgenesis’ should be examined to understand
the process of learning during students’ interactions. However, I found that Vygotskian
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perspectives do not discuss relations of power between students and possible tensions
and conflicts that might arise during such social interactions. Therefore, in this second
phase of data analysis, I utilize CDA here to examine the possible power relations that
appear to exist in the group’s interactions and discuss how these tensions may influence
students’ learning.
In Chapter 3,1 have presented how historically Korean culture has been greatly
influenced by Confucian beliefs. Indeed in the interview data I have collected, shows
glimpses of Confucian values as well as group interactions and group activities which
reinforce and perpetuate these values. Therefore, it would be no surprise to evidence
where their discursive strategies and practices might have derived from their Confucian
cultural influences. As I introduced in chapter 3, Confucian ideology in a classroom
setting typically places high value on authority as identified by seniority hierarchical
relationships. Exemplars are accepted models to emulate and in terms of language,
higher value is placed on learning written expressions than on speaking. In this second
phase of analysis, I represent the tensions and conflicts between my CLT practices
Confucian values by analyzing key speech events which occurred throughout the course.
In Confucius influenced social relationships, the hierarchical system is defined
according to seniority in age and status prescribes certain codes of conduct to follow
depending on your relationship to your interlocutors you are speaking to. A system for
distributing labor is also typically implied. Generally, expectations of persons who are
junior in status or subordinates obligate them to work on more difficult and tedious tasks.
In contrast, senior persons are expected to take on more important aspects of a task
(Yum, 1988). In the case of my focal group, who were readily identified by their year in
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college, the students were highly aware of each other’s statuses which created an
additional element to negotiate for them to manage. As the semester progressed, the
episode selected showed clear shifts in power and responsibilities within the group work
which led to conflicts.
The Group Discussions. Group discussion time in my EFL class was an integral
part of the course curriculum. The various types of group activities were discussions
related to video activities and topics related to the reading comprehension textbook.
Video activities were tasks involving discussions on the SPEAKING analysis and
recreation of movie scripts for chosen segment. The textbook related topic discussion
activities was also where I had asked students to incorporate personal experiences and
critical thinking during discussions in order to personalize the mandatory textbook-based
lessons. From approximately thirty group discussions during one semester, I have
selected the two textbook topic discussions. The segments from the discussions were
then transcribed and analyzed using Fairclough’s critical discourse analysis.
The EFL class met twice a week from first week of March till last week of June
and every group discussion activity was tape-recorded. I had 330 hours of tapes from
which I had followed three criteria for choosing the appropriate tapes for transcriptions.
First of all, because Ji Min was absent quite often, it was my first priority to select the
tapes where all four focal students were present. This meant I had the possibility of 6
tape recorded activities. Second, I chose to transcribe group activities that concentrated
on subjects that were produced the highest amount of interactions between the
participants. I have found that students participated more and had much livelier
discussions on easier topics that were popular themes very closely relevant to their daily
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lives such as shopping, food, hobbies. Five tapes of more serious topics such as crime,
law and economy deterred the group discussion process in English since it required to
use higher level of vocabulary pertaining to these topics. In those tapes that were difficult
to understand, each participant s contribution were necessarily put aside given the need
to make clear distinctions of the contributions of each person. Third, I selected tapes that
represented different periods of the semester. As a result, I was able to select two tapes
that fit into all three criteria of eleven tapes, consisting of 330 hours of group discussion
activities.
March group activity transcript. The first transcript (see Appendix C)
represents a class discussion taped on March 15, 2001, the second week of class. This
particular class lesson attempted to address the second chapter of the reading
comprehension text. At this point, students had not been introduced to video analysis
activity I had designed. In order to familiarize students with group discussions first, I then
move on to the activities that required more complex group process. I began with a
directed activities on this day of recording students were expected to have read the
chapter as homework. In class, as a group activity, I had asked the students to discuss the
main topic.
The topic of this group session was identification of what type of readings we do
on a daily basis and how we read those texts. The students put an effort to brainstorm
what they read on a daily basis. Throughout the transcript, students commented that they
read dictionary, websites, and magazines. Due to their unfamiliarity toward speaking
English to each other, the discussion’s pace was slow. It was the second time the group
actually participated in this type of group process in English and the tape recording
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revealed frequent pauses during the discussion and laughter. It was only after using CDA
that I was able to identify the different types of power struggles within their group work.
I made it a classroom rule for students to negotiate the division of labor and be
able to appoint the facilitator, note-taker, time-keeper and the presenter at the end of the
group work. However, the focal group looked like they were having problems deciding
each student’s responsibility. As the groups were getting ready for the assigned
discussion, the focal students first looked at each other and remained silent for a few
minutes. Sun Ae, who looked around the class started speaking in Korean to the group.
As soon as she said something, the rest of the students also looked back at different group.
The focal group seemed to be struggling to arrive at their decision. Sun Ae, who was
looking impatient, started speaking in English. At that moment, I went over to the group
and placed the tape recorder in the middle of the circle they have made. After I left the
group, students looked at each other and laughed. I think they were very uneasy about the
tape recorder and did not know what to do. Sun Ae then initiated speaking English
followed by Ji Min who seemed eager to proceed with the discussion.
The students looked as if they were using frequent hand gestures, and slight
murmuring of Korean as they tried to speak English to each other. Sun Ae and Ji Min
took out a piece of paper and even wrote something in Korean as they were speaking
English. Other students, Won Young and Eun Kyung seemed to be very quiet, rarely
participating.
It was quite visible even from behind the podium that Sun Ae and Ji Min were the
main speakers. Won Young with her fear filled eyes and Eun Kyung with her
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disinterested look did not contribute to the harmony and productivity of the assigned
activity (Fieldnote, March 15 ’01).
May group activity transcript. The second transcription (see Appendix
C) represents a class discussion from May 24, 2001. In this session, the group was asked
to discuss personal experiences in museums. As it was in the March transcript, this
discussion was based on a selection from their text book where they had read a chapter
on New York’s Guggenheim museum. Therefore, the groups were asked to relate the
chapter’s reading to their lives by sharing their personal experiences in museums.
By this time in the semester, students were more experienced with the different
types of group activities, the routine group processes and the class curriculum. This group
activity was recorded shortly after their mid-term exams. As part of the routine, the
students were again asked to make a short oral presentation on what they had discussed
during their group work. According to students’ interview conducted later, (# 2 & #3
Interviews) they expressed that they were quite familiar with group activities and were
more in their comfort levels.
The week’s activity took place during the university’s festival week. During the
festival, most afternoon classes usually get cancelled. However, it was the department’s
strict rule to proceed with Freshman English classes as scheduled. Although students
complained about having to come to class, the class had an upbeat atmosphere because
students looked forward to participating in the festival (Fieldnote, May 24,c 1). The May
festival is the biggest university event of the year and as freshman, experiencing for the
first time, it could have been something to look forward to.
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The focal group appeared to be engaged in a lively discussion except for Sun Ae.
Her posture was slouched and she kept looking out the window, sensitive to the music
and noise coming from the festival. She seemed to be unfocused in terms of the
discussion and oriented to more about what was happening outside. The other students
however looked quite excited about the topic. Won Young’s interaction within the group
was drastically different from previous interactions and seemed to be facilitating the
group process. She spoke in a very calm, low voice with great enthusiasm and persistence
(Fieldnote, May 24 ’01).
In the transcript, the group was talking about their experiences in Museums. They
first discussed different Korean painters and seemed to have personalized their opinions
about them. Then they proceeded to discussing about visiting the university’s own natural
museum as well as a famous landmark in Korea. Most of the exchanges were between Ji
Min, Won Young and Eun Kyung. It was only later that Sun Ae started to speak, but was
about the festival. As obvious from the observation. Sun Ae’s focused on the festival.
While I had given students the freedom to choose their own facilitators and
presenters through negotiations, the focal group members appear to have made this
choice towards the end of the class. The presenter was given responsibility of presenting
and it was a task which most students tried to avoid as much as possible due to their fears
of making a presentation in front of the whole class in English.
Participation as Obligation
The course curriculum promoted interactions in English among students by my
assigning tasks and activities to groups. Each student belonged to a group and was
responsible for contributing to discussions. This group activity was especially important
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to the students because each was evaluated on the basis of their participation.
Participation was counted as twenty percent of their total grade. Each student was
assessed based on how actively they participated in group discussions and showed effort
in trying to use English in group work as well as in whole class discussions.
At the beginning of the semester, the focal group was having very difficult times
trying to adjust to the concept of group work and participating in this “English only” EFL
classroom. The new ways of learning and being a student were very different from their
previous English class experiences, creating frustration for students who were at
beginning levels of language development but also were their obligated to participate in
the group work process. Through interview data none of the focal students had
experienced learning in an only English in class nor had they experienced group work
that required active discussions among students.
As shown in Table 1 through Table 8,1 used frequency of turns at talk in each
subject position to analyze group interactions as my unit of analysis. This summary of the
turns at talk showed how students were participating in each positions during two
different group activities. By compiling these data in a chart, I reveal the shifts in how
students participated in group and help locate potential sites for conflicts and tensions
created by the group member’s interactions.
From a Vygotskian perspective, this analysis shows each student’s interaction
patterns with others, enabling to locate scaffolding during group activities. From this we
should see who is helping whom build or accomplish the tasks and how talk functions to
accomplish the tasks. CDA helped me to question why and how the interactions were
frequent or in frequent according to moment by moment situations. I focus on what types
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of participation of talk occurred and how that affected each student’s subsequent tokens
of talk in the interactions, their identities, and learning.
An important aspect of leader (L) subject position that is different from the
conventional leader position is the fact that being a leader of the group did not mean
someone with the most power in this context. The person labeled as having a leader
position was analyzed as someone who was responsible for the technical group process to
make sure that the group is on task, who elicited answers from group members as well as
who presentated to the whole class at the end of each group session. An active participant
(AP) position designated someone who took a lead in contributing to the discussion
topic. A supporting participant (SP) was identified as someone who supported the active
participant, adding on more information and clarifying what was already said. A
withdrawn (W) position was labeled when someone’s contribution to the discussion was
a sidebar or off-the topic or disruptive in taking the group off task.
The focal students never experienced group activities involving collaborated
discussions prior to my English class. The roles the students had to take during group
discussions were also a task unfamiliar to their learning strategies. During group
discussion, students participated according to how each thought appropriate according to
the tools they have learned from previous educational background and utilizing it as a
mediating tool during the discussions. Students chose or forced to be a facilitator, a
knowledge provider, a supporting participant or a listener who might be seen as
withdrawn.
Multiple Levels of Power Relations. Comparing the two transcripts' turn
allocations and subject positions, I was able to identify three different levels of power
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relationships revealed through CDA within the class room space. The first level of power
relations derives from Confucian ideology in which hierarchy can be created according to
seniority of age. The second level of power relations emerged according to the levels of
spoken English, thus identifying the one with higher skills as the one with more power
within group work. Closely related to the second level, the third level of power originates
from an institutional perspective where it was assumed that all the students in Freshman
EFL course would be able to speak only in the target language and would have equal
English abilities. This policy functioned to privilege students with the appropriate
cultural capital, giving them full access to the opportunities afforded for teaching this
EFL classroom setting. Students without the appropriate cultural capital due to financial
reasons or difficult access would be placed in a much disadvantaged level compared to
the privileged students, which automatically places disadvantaged students at risk for not
being able to compete fairly. Thus, creating stratification among students within the same
classroom.
The CDA from two group sessions exposed what might have been the multi¬
levels of power structure through the different subject positions each students took up
and the type of language they used within the two examples of group work. The two
Freshman, Sun Ae and Won Young took on the facilitating leader position in their group
tasks in both transcripts. As shown in table 1, from March 15th reading discussion. Sun
Ae took up the subject position of leader in 44 message units. Jimin, one of the more
active Senior took on the leader position in 11 message units. Won Young, the quiet
Freshman student did not take on the leader position and neither did Eun Kyung, the least
active senior student. Thus, according to the number of turns at talk. Sun Ae became the
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person who was responsible for the group process as well as writing up materials and
presenting for group presentation after the group discussion.
As discussed in the earlier chapter, the leader subject position (facilitating) could
be considered the most difficult job within the group work, which understandably was
avoided by many if not all students. Thus if we understand seniority from a Confucian
perspective, the leader subject position might be reserved typically for the lowest ranking
persons within the group due to the group’s expectations to accomplish vast amount of
work and lower level nature of the task such as taking notes of the group discussion,
presenting, and facilitating the discussion. Examples of instances with further
explanation will be presented in the next section but to introduce the general CDA, in the
March transcript. Sun Ae’s number of turns at talk construct her as the leader subject
position which might reveal her status in the group at that period of the semester as being
lower than her group members. On the other hand although Ji Min, a senior positioned
herself as a leader quite frequently in this transcript, her position was different in nature
from Sun Ae because Ji Min’s contribution to the group as leader was based on the
content of the discussion, not as the person to elicit answers or take notes on the group
process. Therefore, Ji Min sustained her high position congruent with her status as a
senior.
On the other hand, in May 24 transcript, Table 2, Won Young, the quiet
Freshman, took on leader position in 8 message units which changed from the transcript
from the early part of the year where she remained as the quiet student. Sun Ae, who
previously took on the main position as the leader only had 6 leader positions. Ji Min
who took on the leader position in 4 message units displays a significant decrease from
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the 11 message units in the March 15 transcript. Eun Kyung however, did not take up any
leader positions again. The change in her leader position communication pattern was a
dramatic change from the March 15th transcript. The changes of subject positions from
the transcripts seemed to have portrayed a different level of tensions or problems in the
group process. Although my ethnographic field notes provided me with data sufficient to
detect and confirm problems, Critical discourse analysis revealed the details of how each
person’s actual use of language represent the subtleties of possible tensions and struggles
which were not visible to an observer nor to the speaker consciously. In the next section,
I analyze each student’s communication pattern to try to understand the other levels of
power structure that might have existed during group work and how this affected
students’ interactions.
Table 1. March. 15, 2001 “Reading Discussion”
Name

Leader

AP

SP

w

IMP

DECL

INT

Sun Ae
Ji Min
Won
Young
Eun
Kyung

44
6
0

3
22
10

1
1
0

0
0
0

1
1
1

25
19
11

0

4

0

0

0

0

21
6
1

High
Affinity
12
4
1

Low
Affinity
2
0
0

Subj.
Mod.
3
4
0

Obj.
Mod.
11
1
2

0

1

1

1

1

Low
Affinity
0

Subj.
Mod.
1

Obj.
Mod.
0

Table 2. May 24, 2001 “ Travel Discussion”
Name

Leader

AP

SP

W

IMP

DECL

INT

Sun
Ae
Ji Min
Won
Young
Eun
Kyung

6

3

1

7

3

6

1

High
Affinity
1

4
8

10
11

2
2

5
2

0
1

12
12

6
4

2
2

0
1

2
2

0
1

0

6

0

2

0

6

0

1

0

1

0
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Table 3. Total from Mar. 15 and May 24
Name

Leader

AP

SP

W

IMP

DECL

INT

Sun Ae
Ji Min
Won
Young
Eun
Kyung
Total

50
10
8

6
32
21

2
3
2

7
5
2

4
1
2

31
31
23

0

10

0

2

0

68

69

7

16

12

22
12
5

High
Affinity
13
6
3

Low
Affinity
2
0
2

Subj.
Mod.
4
6
2

Obj.
Mod.
11
1
3

6

0

2

1

2

1

91

39

24

5

14

16

Low
Affinity
2

Subj.
Mod.
4

Obj.
Mod.
11

Table 4. Individual Analysis :Sun Ae
Date

Leader

AP

SP

W

IMP

DECL

INT

Mar.
15 ‘01
May
24‘01
Total

44

3

1

0

1

25

21

High
Affinity
12

6

3

1

7

3

6

1

1

0

0

0

50

6

2

7

4

31

22

13

2

4

11

Table 5. Individual Analysis: Ji Min

6

High
Affinity
3

Low
Affinity
0

Subj.
Mod.
4

Obj.
Mod.
1

12

6

3

0

2

0

31

12

6

0

6

1

Date

Leader

AP

SP

W

IMP

DECL

INT

Mar
15
‘01
May
24
‘01
Total

6

22

1

0

1

19

4

10

2

5

0

10

32

3

5

1

Table 6. Individual Analysis: Won Young

1

High
Affinity
1

Low
Affinity
0

Subj.
Mod.
0

Obj.
Mod.
2

12

4

2

1

2

1

23

5

3

1

2

3

Date

Leader

AP

SP

W

IMP

DECL

INT

Mar
15
‘01
May
24
‘01
Total

0

10

0

0

1

11

8

11

2

2

1

8

21

2

2

2
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Table 7. Individual Analysis:Eun Kyung
Date

Leader

AP

SP

w

IMP

DECL

INT

Mar
15
May
24
Total

0

4

0

0

0

0

0

6

0

2

0

0

10

0

2

0

0

High
Affinity
1

Low
Affinity
1

Subj.
Mod.
1

Obj.
Mod.
1

6

0

1

0

1

0

6

0

2

1

2

1

Sun Ae: “Stressed of being the leader/’ CDA indicates that Sun Ae displays the
most complex exercising of power within her group work. In the March transcript, her
subject position as a lower ranking student might have been revealed through her
leadership position. However, at the same time, she exercised power through her use of
tone in her voice and language by interrogation in mood and frequent uses of high
affinity and subjective modalities. Her choice of language use might indicate the second
level of power structure where her higher level of English speaking ability within the
group gave her a certain sense of power toward other students within the group. This
power could be said as being co-constructed by the other group members where Sun Ae’s
English ability was highly recognized and accepted by the members. This second level of
power structure then might lead to the power from the institutional level where the
institution also might have empowered Sun Ae as the one who had been sorted out as the
student with the appropriate cultural capital to academically adjust well to the university
system.
As shown from the previous table of turn allocation, it was significant in March
transcription that Sun Ae took on the leader position. Her determination to progress in
the group task was apparent in her language. Interpreting her activity from a Vygotskian
perspective, she was engaged in frequent meaningful interactions that provided space for
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practicing her English and possibility of reaching intrapersonal plane which could be the
point where she has reached a certain level of language learning. For example as shown
in table 4, she used 21 interrogatives out of total of 28, 1 imperatives out of total of 3and
25 declaratives out of 55, during the group process. In excerpt 1, she interrogates students
in line 50 and 56 and explicitly indicates that the group needs to contribute more to have
details in line 54 in order to finish the group task. Sun Ae used the phrase “have to” in
declarative mood quite often instead of an imperative mood but still gave a very strong
sense of obligation during group work. Her tone of voice also indicated a certain kind of
frustration when she was trying to elicit participation of other students.
Throughout the transcript, she took on a subject position as a leader with frequent
use of high affinity and subjective modality marker. Because in CD A, use of high affinity
indicates a very strong conviction or opinion, Sun Ae might have been demonstrating her
power which goes against the Confucian discourse as a younger member of the group.
Her use of subjective modality also indicates her degree of affinity towards a certain
opinion which may signify her high self confidence. This indicates her as the lower
ranking student by facilitating the group but at the same time, exercising power over
other students by asking questions of the others and using language toward her peers who
were less skillful in English in comparison.
Another indication that reveals Sun Ae’s power occurs when I examine her
English discursive practices compared to Korean discursive practice. It is interesting to
see the way she spoke English was qualitatively different from the way she typically
would speak in Korean when addressing to someone three years older, especially in a
school setting. If her English statements were to be translated into Korean, it would be
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considered too firm and to a certain degree, rude and arrogant as a junior person to speak
to someone senior. In Korean, she would have had to use suggestive remarks with tag
questions, hedges, or mitigating remarks as “Don’t you think we might need details? It’s
only my thought, what do you think we should do?” Instead Sun Ae was direct with her
statements in exert 1 line 54, “We have to have details.” However, in this group setting.
Sun Ae might not have been as aware of the way she was speaking and quite probably not
thinking of the Korean discourse strategies when she was trying desperately to speak
English. Nor was it likely that she was aware she might have been perceived as
exercising power over others in the beginning.
Table 8: Excerpt 1.
Sun Ae (Freshman)
48

Ji Min (Senior)

Won Young
(Freshman)

Eun Kyung (Senior)

I know, I know, I
understand

49
50
51
52
53
54
55

(Laughs)

(Laughs)

(Laughs)

And fashion
magazine?
(Pause)
Kimmie
But this is too short
We have to have
details
Why we choose
magazine?

However, from a Vygotskian perspective, she tries to scaffold the group’s work
by stating “but this is too short”, “we have to have details” in lines 53 and 54. Her role as
the leader and facilitator, she was helping her peers to move forward by (needing to have
details) identifying the problems and encouraging the problem solving process. Therefore,
from a Vygotskian perspective, this is a positive learning environment where the more
capable peer is helping the ones needing help.
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As expected, in May 24 transcript Sun Ae showed a different type of power by
changing the discussion topic and leading the group to deviate from the main group task
in exerpt 2 line 344. Sun Ae withdrew herself from the main group discussion but started
speaking only when Won Young, who was taking up the leader position made a comment
that she looked tired. In excerpt 2 Sun Ae then diverged from the main discussion and
leads a conversation around the school festival, convincing her group members to come
to their booth to buy some Korean pancakes. This continues up to line 360 when Won
Young tries to get back to the main topic in excerpt 6. Sun Ae’s power to change the
topic might have gone against Won Young’s intention of leading the group as well as
against the seniors who were also trying to actively participate in the main task. Sun Ae’s
ability to shift topics and disrupt the group process could even be possible because of her
ability to communicate better in English than the other members.
Table 9: Excerpt 2
Sun Ae (Freshman)

337
338
339

Take a rest
I was walking five
long hours
festival, festival, I
only English class I
attend

340
341
342
343
344

WonYoung
(Freshman)

Ji Min (Senior)

Um, oh
(Pause)
(Unrecognizable
interactions)
(Pause)
Bread making come,
come to Ewha Kwang
Jang (Campus open
ground)
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Eun Kyung (Senior)

In order to verify the shift in Sun Ae s participation, I asked her some questions
regarding this matter during later interview. Sun Ae explains why her participation had
decreased from the beginning to the end of the semester.
Sun Joo: I’ve noticed that your participation changed during the course of the
semester. Can you tell me what happened?
Sun Ae: Yeah, at first I was active because other people didn’t participate much
but later on others spoke more so I felt that I didn’t have to speak anymore. My
motivation definitely decreased because of stress. The seniors don’t participate
much. In the beginning I had no problem speaking but somehow later on didn’t
feel like speaking but mainly because others started speaking more. Won Young
started speaking more so I did not feel responsible for speaking (#2 Interview
June 19, 2001).
Analyzing her statement “at first I was active because other people did not
participate much”. Reveals the level of responsibility she felt as a younger student. Her
perceived need to work harder than the seniors to facilitate aligns with Confucian values
for subordinates. She points out again that “Seniors are not participating much” and it
was visible that she was very stressed by the fact that others were not enthusiastic about
participating in the discussion. Her disappointment with their lack of enthusiasm could
very well reflect an expectation for the older students to be more knowledgeable and help
scaffold group activities in accordance with Confucian beliefs. Furthermore, Sun Ae’s
expectation that their contributions be greater also aligns with the notion of hierarchical
relationships in a Confucian ideology. As a result she indicates her shift in participation
because “Won Young started speaking more so I did not feel responsible for speaking”.
Nonetheless, her level of stress at being responsible for the group participation in the
group beginning of the semester might also have created her growing resistance toward
group work and her gradual loss of motivation.
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Sun Ae’s change in her participation pattern seems to have been influenced
mostly by Won Young, a fellow Freshman, who took on the responsibility and the burden
to do the difficult job. Although Ji Min played a big part in the group discussions. Sun Ae
still thought that it was either Won Young or she, who were responsible for completing
the group tasks. This sense of deference aligns with Confucian beliefs and in Sun Ae’s
case, hindered her participation and opportunities for practicing English. In one of her
remarks about group work during our interview. Sun Ae stated group work as “ my
responsibility was too much for me to handle. I could not continue to do all the work. I’m
so glad Won Young became very active” (#2 Interview, June 19, 2001). However, when
analyzing Sun Ae’s discourse, her language use patterns did not demonstrate Confucian
influenced Korean discursive strategies. In fact again, she might have been perceived as
aggressive and arrogant from a Korean standpoint. Sun Ae’s Confucian expectations of
Seniors as well as her expectations of junior persons are in conflict with expected
discursive practices of a junior person when she was using English. Sun Ae complied
with the classroom’s English only policy and disregarded the Korean discursive practices
when needing to speak English with her group members. As a result, it created a certain
power relationship between the higher proficiency students versus the lower proficiency
students that might have worked to silence Won Young and others who were not as
fluent as she was. This rich point reveals the production of a hybrid classroom discursive
practice in contact with discourses from a different set of values and practices,
conflicting with the existing discourses.
From a Vygotskian lens. Sun Ae’s interaction can be analyzed from two levels
across the transcripts. First of all, her active interaction at the beginning of semester
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might indicate that her identity as a Freshman supported her taking up responsibilities
and push her to interact more, which from a Vygotskian view, she was using her tools for
mediation to scaffold the group activity as a more capable peer. Despite the fact that she
used language seemingly inappropriate when speaking to the Seniors, her discourse
strategy to elicit more interactions from other members and scaffolding the group activity
ironically might have helped other students speak more, placing Sun Ae as the more
capable peer who is trying to help the peer reach ZPD. Therefore, from using Vygotskian
lens to interpret the interactions. Sun Ae’s language use might have been effectively
facilitated her own and other students’ language learning experiences.
On the other hand, Sun Ae’s eventual withdrawal from academic interactions due
to stress and tensions might have brought about negative impact on herself, limiting
opportunities for further meaningful interactions. However, when she interrupted Won
Young to talk about the festival, it created another moment of active interactions among
the students despite the fact that it was off task. Although this act silenced Won Young
and might have had a negative impact on her, other students were still engaged socially in
a meaningful interaction, using the target language, thus leading to possible language
development over time.
Sun Ae, although recognized Confucian ideology of hierarchy, the language use
might have presented an operation of another power structure determined by
communication skills within the group. Sun Ae’s language skills was the highest among
the four group members, and as examined from her interruptions in group discussion in
excerpt 2, she seemed to have used her skills as a way of exercising power. Therefore, for
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Sun Ae, she experienced conflicts of Confucian traditional values and her reality as a
competitive student in an EFL class.
As analyzed above, a Vygotskian perspective on a single episode can provide very
different interpretations when power issues are not analyzed across episodes. Through
CDA, I was able to find different facets to their interactions that affected the whole
group’s learning experience.
Won Young: “I’m not scared anymore.” When analyzing Won Young’s speech
pattern through CDA, Won Young may have been the most marginalized in terms of the
power structure within the group. Her status as a first year student may have had
automatically placed her as the lower ranking student in terms of status. Although her
English speaking ability and participation have shown steady improvement, she was not
seen as a power figure nor did she exercise her power through her language use.
In the beginning of the semester Won Young was a very quiet, shy participant.
She did not take on any leader subject position in the March 15th transcript. However, in
the second transcript, her communication pattern changed drastically as she took on the
leadership position in 8 message units out of total of 18 in May 24th transcript. Granted,
Won Young’s change in participation might have been influenced by Sun Ae’s decrease
in participation in May group work. This change of participation structure provided Won
Young with more opportunities for interaction from a Vygotskian perspective. Her
perceived responsibility as a Freshman, similar to Sun Ae previous expectations, helped
her participate as a more capable peer, scaffolding the group activity through increased
interactions. Won Young indicates in interview about her experience in improving
English as “I had to speak as much as possible and pushed my self to speak to others”.
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Later towards the end of the semester, I felt that this practice of speaking with group
members helped me become a better speaker. I was not afraid anymore to speak and I
actually felt that I learned a lot. I can remember what to say in English to anyone” (#3
Interview, March 21, ’02). As Won Young indicates, the hierarchy system worked
favorably toward her language learning experience. However, even as she was facilitating
and tried to scaffold the group activities, her language use toward the group reflected
more of Korean discursive practices. In a sense she showed more humbleness as opposed
to assertiveness in relating to the older students, remaining in a more subordinated role as
first year student who was open to being silenced. This can be examined further in the
following examples from transcripts.
In the March transcript. Won Young mainly participated as an Active Participant,
engaging in the main group discussion. She was fairly shy and quiet most of the time.
When she spoke. Won Young was very careful to contribute to the group discussion with
information. In the modality analysis, there was only one message unit with an objective
modality. She used 11 declarative forms out of 55, 1 imperative out of 3, and 1 message
unit of interrogative out of 28. By examining Won Young’s language use in this
discussion session, she did not show any signs of leadership participation during the task
as in the example in excerpt 3. In lines 90, 94 and 97, her subject position was to provide
information and participation in the group while Sun Ae was exhorting the group through
her questions to provide more information. Won Young seemed to be at an initial stage
of participation in the class, having limited interactions.
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Table 10: Excerpt 3.
Sun Ae (Freshman)

Ji Min (Senior)

Won Young (Freshman)

89 I say, um, how?
90

Eun Kyung (Senior)

The reason

91 What can I say?
92 (Pause)
93 Then we..
94

Other is, many entertainer

95 Entertainer, what?
96

News

97

Handsome man,
beautiful
(entertainer in Korean)
fashion and
manv
popular entertainer. Very
difficult to say

98 But can this reason become
the reason why we choose
fashion magazine?

In the May transcription however, she went from 0 to 8 message units, indicating
leader positions. Won Young had taken up the leader position to move the group forward
in finishing the assigned discussion about students’ museum experiences. Even though
she had the leader position, her language use continued to remain subtle unlike Sun Ae’s
use of language. The first example of this was in excerpt 4.
Table 11: Excerpt 4.
Sun Ae (Freshman)

Won Young
(Freshman)

Ji Min (Senior)

333

What do you, um, what
we do presentation?
(Pause)
You look so tired

334
335
336 (Laughs)
(Laughs)
337
338 I was walking five long
hours
festival, festival, I only
English class I attend

take a rest
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Eun Kyung (Senior)

She tries to lead the group to discuss the presentation by asking the group
carefully in line 322 “What do you, um, what we do presentation?” She shows hesitation
when asking this question which is a big contrast from how Sun Ae asked her group in an
interrogative matter with the phrase “have to.” However, after a long pause with no
response from the group, in line 334 she asks Sun Ae about her condition in line 335.
This example shows Won Young’s Korean discourse strategy combined in her English
usage. Won Young spoke in very subtle tones when she tries to get the group on task
without showing obvious signs of frustration. She did not exercise power by verbally
pushing or interrogating the group to return to the assigned group task.
From a Vygotskian perspective, she is trying to scaffold the group discussion by
leading the discussion forward and helping students to participate. Won Young is using
her tool from previous learning experiences as the mediator within the group discussion.
Another example is in excerpt 6.
Table 12: Excerpt 5.
Sun Ae (Freshman)

344

345
346
347

353
354

WonYoung
(Freshman)

Eun Kyung (Senior)

Bread making come,
come to Ewha Kwang
Jang (Campus open
ground)
1,1 going now
This is topic
They need more people,
come

348
349
350
351
352

Ji Min (Senior)

We are going to study
all night
Classroom studying

(Laughs)

(Pause)
Tomorrow, come to
play ground and
I will go too
It will be very
interesting
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In excerpt 5, Won Young tries to continue the main topic in line 345 by saying
“This is topic,” but gets interrupted by Sun Ae in line 347 when she suggests that
everybody come to the festival. After this interruption, the group continues the discussion
on the festival and does not get back to the main topic until line 362 when Won Young
asks the group whether any one has visited a memorial landmark. Even at that time Won
Young does not use any imperatives when addressing to the group dissimilar to Sun Ae
who repeatedly used it to elicit participation and control of the topic. This incident might
have been the moment when Won Young was silenced and marginalized by her own
Freshmen peer, disrupting Won Young’s objective in group facilitation.
However, through a Vygotskian lens, although Won Young might have been
considered as being silenced, the interactions continued among other students. Won
Young was still part of the conversation as shown in line 353, she responded to Sun Ae’s
invitation to the members to go to the festival. Won Young’s effort to scaffold the group
interaction is also visible from lines 333 and 363. Interestingly, Won Young uses Korean
discursive practice by politely agreeing to her participation as a mediating tool in her
communication toward her group members instead of interrogating other members to
resume back to the main discussion. She might have used the Korean discursive practice
as a strategy to address the seniors and Sun Ae to participate in her facilitation more
favorably without resistance as shown in line 333.
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Table 13: Excerpt 6.
Sun Ae (Freshman)

Won Young
(Freshman)

Ji Min (Senior)

360

Eun Kyung (Senior)
I envy you I like

freshman too
361

(Laughs)

(Laughs)

No

No

362

363
364

(Laughs)
Do you ever go to
"Liberation Memorial
Hall?"
No
Really?

365

Only, always

Won Young’s increased participation and leadership might have been a result
from gaining confidence throughout the semester. Her reluctance to speak deterred her
from participating orally in English, but as time went by she felt more comfortable. She
came to the routines in the class where members’ participation encourage she could do it
too. She expressed this herself in our interview on May 29th 2001.
Sun Joo: Do you think there were any changes from the beginning of the semester
till now?
Won Young: I used to be scared. I used to be scared about a lot of things but I’m
not scared anymore about speaking English. Personally, I lack confidence but I’m
much better than before. Because now, I think that I can do it.
Sun Joo: Did the tape recorder make you uncomfortable during the group
discussion session?
Won Young: Yes, I think we were very aware of it. I felt very frustrated that
seniors didn’t speak though. Sun Ae however is very good (#2 Interview May 29,

2001)
As the interview data show. Won Young’s English speaking journey in this one
semester of EFL class might have changed her from being a scared, quiet student to a
more confident active student. Although she claimed herself to be a very shy person who
did not like to speak in any of her classes, she had realized that she had to try extra hard
to receive a high score on participation grade and participate like other students in class.
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Won Young’s Confucius ideology which favors a younger student taking on a
more humble position can be seen in Won Young’s statement “I lack confidence” as seen
above. Within the Confucian value system, a younger person is expected to lower oneself
when there is a more knowledgeable older person present. At the same time. Won
Young’s conflicting feelings toward a more senior persons not meeting the expectation to
be more knowledgeable can be reflected in her statement, “I felt very frustrated that
seniors didn’t speak though”. She might have felt especially so because the Seniors were
not contributing as much as she felt corresponded to their status and responsibility.
Despite the stress she felt with the situation, it was not evident in the transcripts because
she was still very careful and polite with her language usage even in English. In addition,
in spite of her subject position as the lower ranking Freshman and her subordinate to her
fellow Freshman peer. Won Young did not indicate her thoughts on power issues with
her peer regarding the group work apart from Senior’s lack of participation. These two
factors, first continuously being polite thus showing deference to senior students and
second, not being critical of older students’ lack of participation give further indication
that Won Young’s ideologies aligned with Confucian influenced language and social
practices as examined above.
An analysis of power relations indicates that Won Young might have been the
subordinated in all three levels of relative power. First, this could be seen as being
determined by her status as a Freshman student which lead her facilitate the group.
Second, lower status might have been assigned to her because of her having lower
English communicative abilities. Third, as a student from a geographically removed area
she could easily have been seemingly having limited cultural capital. Despite these
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obstacles of being the subordinate within the group. Won Young managed to have a
meaningful learning experience in group. Won Young no doubt experienced changes
during the semester and the changes she had found in herself might have been positive
and might have caused motivation to improve despite the difficult circumstances with
which she was faced.
As indicated previously. Sun Ae’s interruption in Won Young’s facilitation did
not deter the language learning experience for her as she continued to participate in the
group interaction. Sun Ae’s withdrawal might well have played an important role in Won
Young’s gaining opportunities to interact through her acceptance of the positions to
facilitate gaining confidence. Concurrently, Won Young tried to take up the role as the
more capable peer as a facilitator, trying to provide opportunities to other students to
interact more during the group activity and helped others scaffold the discussion.
Therefore, Won Young’s sentiments to be responsible by facilitating turned into
advantages for her permitting her to engage in more interactions. Consequently claims
that she gained practice interacting with others in the target language and gained
confidence.
Ji Min: “I lost motivation.” Ji Min described herself as a very lively student
with a very open personality. She was the only student among the four focal students
who had an active social life on campus and off campus which includes participating in
different extra curricular activities as well as tutoring a middle school student. Her
participation within the group seemed to be very prominent. Although she missed several
classes toward the end, when she came to class, she distinctively took on a position as an
active participant who contributed immensely to group discussions.
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Jim Min seemed to have positioned herself as a superior figure from both the
status level a Senior who provided content knowledge to the discussions as well as
someone with a high communication skills in English. However, the institutional power
structure on stratification to place Ji Min in a one level English class to compete with
geographically and culturally advantaged students might have deterred her from passing
the Freshman English course throughout four years of her college life. As further
indicated in the following section, it was not until her experience in my EFL class where
she was able to fully participate and receive more than a passing grade upon her
completion of the course.
In both transcripts from March and May group’s discussions, Ji Min lead the
group with the content of discussion, not the group process. She seemed to have played
an important position in the group discussion by presenting her ideas, her experiences
and her feelings about the topics. This position was qualitatively different from Sun Ae
and Won Young where they concentrated mainly on leading the group to accomplish the
group task, thus focusing on group procedures to move the group forward. Her leader
position in the group prevailed as made visible through the critical discourse analysis. My
analysis showed she had subject position as a leader 6 times in March and 4 times in
May. On the other hand, she had taken on the active participant role 22 times in March
and 10 times in May. The number of interactions she had in both March and May
indicates her as having high number of interactions during group work. Although she was
not a group facilitator, Ji Min indicated in her interview that her hierarchical position as a
Senior pushed her to engage in interactions.
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In the March transcript, Ji Min’s participation is shown in stark contrast to Sun
Ae’s subject position as a group leader in Excerpt 7. In line 44, Ji Min tries to explain
various functions of websites to the group. In contrast to Ji Min, in line 50, Sun Ae
exemplifies her subject position as the group leader being responsible for the group
process by asking the group to contribute to the discussion about fashion magazine. In
response to Sun Ae, Ji Min immediately gives a name of a magazine “Kimmie” in line
52. As seen from the example, Ji Min was portrayed as the Senior, providing knowledge
to the discussion and Sun Ae was the person facilitating, the procedure of the group task.
Thus Ji Min was trying to scaffold the group work by providing content when they were
brainstorming about different media.
Ji Min’s prominent presence as the content leader, as well as an older student who
was confident, can be seen from analyzing her language use. In line 44, her comment
about the website might depict high affinity because she provides her knowledge about
websites to the group in detail, trying to make it easy for other group members to
understand. From both March and May transcripts, Ji Min spoke with high affinity but
rarely expressed herself with low affinity, which might indicate her confidence as a
senior and as viewed from a perspective of the knowledge provider within a Confucian
discourse.
Ji Min’s presence in the group as a senior might have given her the power to
question her friend Eun Kyung who was not contributing much to the group discussions.
In excerpt 8, Ji Min uses an imperative form to Eun Kyung in line 75, “must speak more
because you have to.” This might have been a moment for Ji Min to exercise power over
her friend whose English communicative level might have been considered lower than
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Table 14: Excerpt 7.
Sun Ae (Freshman)

44
45
46
47
48
49
50
51

Won Young
(Freshman)

Ji Min (Senior)

Eun Kyung (Senior)

Website is similar, um
similar, dictionary
Um
that, search engine,
dictionary
(Laughs)
I know, I know, I
understand
(Laughs)

(Laughs)

And fashion magazine?
(Pause)
Kimmie

hers. Immediately following Ji Min, Sun Ae addresses Won Young in line 76 “and you
too.” In response to Ji Min, Eun Kyung in line 77 defends herself by saying “ I don’t need
anything.” She might have resisted Ji Min with a disapproving connotation. It seems like
Eun Kyung was using this phrase from a direct translation of Korean phrase that means
because she has so much burden, she does not care about anything anymore. In this
instance, she might not have cared about her participation and how this would affect her
grade. On the other hand, when Sun Ae made a comment to her fellow freshman Won
Young that she should also speak more. Won Young did not respond with any further
comment. Within this turn of talk, Ji Min’s position reveals that as a senior she has
rights to question other members of equal status or subordinate of their participation. Sun
Ae, following Ji Min, might have found the moment to exercise power to ask a similar
question not to Eun Kyung who was a senior but to Won Young, who was of equal status
to her. Typically, if Confucian values prevailed. Sun Ae might not have initiated this
question to someone older since someone younger usually do not question the acts of
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someone senior therefore, inste&d questioned Won Young who was a Freshman using her
power as an equal with more proficient communicative skills in English.
However, when we analyze this incident from a Vygotskian perspective, rather
than exercising power over a friend who had lower communicative abilities, Ji Min could
be viewed as someone trying to help her friend engage more in the activity to practice
using English through interactions. From this point, Ji Min can be viewed as the more
capable peer trying to guide a peer, through scaffolding thus assisting Eun Kyung within
her Zone of Proximal Development (ZPD). It is difficult to assess whether Ji Min’s
encouragement to participate helped Eun Kyung interact within the group. However,
from Ji Min’s perspectives she stated her role as a friend as “ I tried to push and motive
Eun Kyung to speak more during class. She is too quiet. I really want to help her but I
don’t know if that might benefit her or make her angry instead” (#2 Interview, June
19’01).
Table 15: Excerpt 8.
Sun Ae (Freshman)

75
76
77
78

Won Young
(Freshman)

Ji Min (Senior)

Eun Kyung (Senior)

Must speak more
because you have to
And you too
I don't need anything
(Laughs)

(Laughs)_ (Laughs)

As the semester progressed, Ji Min’s patterns of subjective positions did not
change much. She was still the leader of content discussion. However, one thing that
might have changed as evidenced in the transcript from the March group work is that she
expressed herself only from subjective modality in May. Ji Min’s use of subjective
modality might indicate her as someone who can express her opinion, thus representing
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confidence as a speaker, not being afraid to speak out, as well as, feeling empowered to
actively participate in group discussions due to her higher ability to communicate in
English. A good example of this was shown in excerpt 9 lines 301 through 303 where she
talks about two different Korean artists Shin, Yoon Bok and Kim, Hong Do. She speaks
about them with strong personal feeling which might show high affinity and make it
explicit by saying “I like” and describes one of the artists as “is mean”. Ji Min’s ability to
talk about different artists also indicates her contribution of discussion content in the
intent to scaffold the discussion. On the contrary, in March, Ji Min used three objective
modalities during her active participation but spoke with subjective modality only once
in her message units. This change portrays how Ji Min might have participated as the
leader of content discussion as the semester progressed. Her voice in the group might
have become stronger along with her confidence to convey her opinions about the topic
they were discussing. As her sense of responsibility as a senior persisted throughout the
semester, it seemed like her interactions became more prominent in interactions which
reinforced her increased confidence.
Table 16: Excerpt 9.
Sun Ae (Freshman)

Ji Min (Senior)

300

What kind museum
do you been to?

301

National modem art
gallery
That is very popular
(Laughs)
I like, I like Shin
Yoon Bok better than
Kim Hong Do

302
303

304

Won Young
(Freshman)

Really?
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Eun Kyung (Senior)

However, in terms of participation rate between the two transcripts, Ji Min
participated much more in March than May. She seemed to have played a pivotal role in
both transcripts of group work as indicated in the transcript but when I asked her about
her participation, she commented:
In the beginning, I felt responsible for leading the group because I’m older
and other members were so quiet. But later, I felt like perhaps I’m being too
aggressive in the group when I can’t even speak very well. I also felt that I
don’t need to be so active myself during discussion when everybody else is
going to get the same grade for the group work anyways. So, later, I started
withdrawing myself from speaking too much (#2 Interview, June ’01).
Through this interview, Ji Min talked about why she actively participated. She
constructed herself as being “aggressive” and “I can’t even speak very well.” These
features of her talk can be considered manifestations of her Confucian ideology of being
deferential and having. At the same time she states “I felt responsible for leading the
group because I’m older and other members were so quiet.” As a senior, she felt
responsible to lead the group due to her age. Under the Confucian value system, Ji Min,
having status as a senior, puts her into a higher rank compared to a Freshman. She might
have shown her leadership in terms of her knowledge as an older person, who is expected
to know more than younger members and who is expected to be a good exemplar for
educational purpose (Tweed & Lehman 2002; Li, 1998). And at the same time, Ji Min
constructs her self as a humble person doubting her ability, which align her with self
representing practices of Confucian ideologies.
Despite Ji Min’s efforts, she claimed that she felt less motivated later in the
semester. At the time of the interview, Ji Min had the wrong information regarding the
class’s grading policy for participation in group. She blamed this as the cause of her
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decreased participation. However, later in the interview she informed me of events that
had transpired with Eun Kyung later during the semester.
In the middle of the semester, I had an argument with Eun Kyung regarding
her being too quiet during the group discussions. After that, my relationship
with her became a little uncomfortable. It was uncomfortable to come to
class. I think this is where I had lost my motivation to actively participate in
the discussion (#2 Interview, June 19’01).
According to these interview data, Ji Min’s social relationship with Eun Kyung
might have soured because of her complaints. It was indicated in excerpt 9 that Eun
Kyung reacted very sensitively when Ji Min asked her to speak more. This class
interactions had important repercussions on Ji Min and Eun Kyung’s relationship. In fact,
in the subsequent interview, Ji Min indicated that she did not want to come to class.
Clearly as depicted here, personal relationships among group members can have a big
effect in what actually goes on within group work.
Ji Min within the group seemed to have had been positioned as a high status
senior through her subject position as a leader of discussion as well as having been
viewed as the possessor of higher English communicative abilities. She takes up her
responsibility as a senior as is demonstrated well through her participation in the group
discussions and in her confident discursive practices of addressing her group members. Ji
Min may have represented herself well as the traditional role of an older person
maintaining her propriety with younger persons if we view her actions aligned with
Confucian ideology. Despite institutional pressures to speak only English, Ji Min was
able to manage this experience by taking advantage of her power within the group and
portray herself as a competent Senior both with linguistic skills and knowledge in
English discursive practice.
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From a Vygotskian perspective, although Ji Min’s role did not facilitate or
encourages other by eliciting interactions from group members, as the “knower” she
might have been compelled to interact more which might have heightened her language
learning experience. Her role did not directly encourage students nor helped students’
thinking and language production so it would be difficult to view her as the capable peer
helping another peer. She contribution as a content provider enabled her to scaffold the
group activity. However, her loss of motivation due to her struggles with Eun Kyung
impacted negatively on her learning experience. In fact as she was frequently absent from
class, Ji Min could seemed to engage in more interactions and gained more confidence.
While viewing this from a Vygotskian perspective allows us to consider how an
expert-other can scaffold interactions, this perspective do not take into consideration the
struggles in being viewed as ‘expert’ by members of a group nor struggles in trying to act
as an ‘expert’. As mentioned earlier, Ji Min did take up helping her peer by eliciting
participation. However, due to conflicts with her group member, Ji Min withdrew herself
from helping others as the more capable peer. Since a Vygotskian perspective assumes
that the capable peer will be willing to help, it ignores the intricacies of possible tensions
and conflicts between capable peer and peers. Ji Min’s learning experience is a ‘telling
case’ that questions the assumptions about social processes that do not account for
unequal power relations that also operate in influencing knowledge construction.
Eun Kyung: “I don’t participate much but it’s better than saving something
with a lot of mistakes.” CDA helps reveal Eun Kyung’s conflicting shifts in power in
her two types of relationships. First, her status as a senior afforded her a certain degree of
high status. However, her lower ability to communicate spontaneously in English placed
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her in a less than powerful position in her group discussions. Eun Kyung could also be
viewed as a particularly vulnerable student who potentially could have been penalized if
not successful in her third attempt to pass the course and fulfill her graduating
requirements. Perhaps partially due to the power issues she had to face, she experienced
shifts in her belief about learning English.
Eun Kyung’s participation had been steadily increasing throughout the semester
resulting in significant changes in her group activity. Although the two transcripts
presented here do not reflect much increase in participation rate, through my
observations and field notes, it became evident that Eun Kyung slowly but steadily
showed changes in her contribution to group work. Her change of feelings toward class
might have developed more positive compared to Ji Min’s. Eun Kyung’s conflict with Ji
Min did not seem to have had affected her in similar ways as it did to Ji Min. Even
though Eun Kyung was worried about her low participation, she tried to maintain
propriety as a model, being careful not to make many mistakes.
From Vygotskian perspective, her consciousness toward maintaining her propriety
might have been the biggest obstacle since attempting interactions for learning is the
main focus of Vygotskian theories and keeping propriety may have stopped her attempts.
Within a Confucian system a senior is expected to know more. In Eun Kyung’s case, this
responsibility inhibited her at the semester, leading her to avoid opportunities of
interactions.
In the transcript for the March group transcription, Eun Kyung only spoke 4
times. Her contribution to the group was insignificant in terms of facilitating and
contributing content knowledge. Among those four times, one question was to the group
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for clarification in line 69 “what kind?” and another was a simple comment about
reading magazine in excerpt 11 line 58 “easy, very easy.” One significant contribution
Eun Kyung might have made was in line 63 where she said “there are many_”
Unfortunately, due to other background noise, I was unable to identify the rest of the
sentence. Eun Kyung’s group participation in March seems minimal with only one
instance of high affinity with objective modality when she use “there are many_.” She
seems to be sure about what she is saying but is distancing her feelings.
Table 17: Excerpt 10.
Sun Ae (Freshman)

55
56
57
58
59
60
61
62
63
64

Won Young
(Freshman)

Ji Min (Senior)

Eun Kyung (Senior)

Why do we choose
magazine?
Why?
Why?
Easy, very easy
(Laughs)
Easy to read?
And you?

(Laughs)

(Laughs)

Simple
There are many
Similar

When we analyze Eun Kyung’s March transcript from Vygotskian perspective, it
is clear that she does not interact in ways similar to the other students have engaged in
the discussion. Although hierarchical relationships with her group members and
avoidance of mistakes prevented her from engaging more, Eun Kyung’s silence may
reasonably interpreted as a period of learning to socialize in the group activities. Her
interactions in the May transcript differed greatly from those in the earlier March
transcript. Through her engagement in various interactions, we can see her improvement
in her willingness to interact.
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In the May transcript of the group discussion, Eun Kyung’s subject positions did
not change but how she participated and contributed appear to have shifted. In excerpt
11, Eun Kyung leads the discussion about her experience at a museum. She also strongly
declares that she does not like museums in line 306. In this transcript she contributed
much more information as compared to her amounts in March. Eun Kyung later goes
further in the group discussion and says “I envy you. I like freshman too” when they
were talking about the university festival and wanting to become a Freshman student
again. Although the group was off the topic when Eun Kyung made this comment, she
seemed to have become more open toward the topics in the group’s discussion to share
her thoughts and feelings. This is a sharp contrast with her participation in March where
she appears to be more closed to the others, distancing herself from the group with lack
of confidence about her status in the group.
Table 18: Excerpt 11.
Sun Ae (Freshman)

306
307
308

Ji Min (Senior)

Won Young
(Freshman)

Eun Kyung (Senior)

I don't like museum
Me too
I went to Ewha
museum to write a
report

309
310
311

When?

312

Asian, Asian history

(Laughs)
Last year, quick look
(Laughs)_

Throughout the transcripts, Eun Kyung’s laughter at several intervals was most
significant among the group members. Although she might not have participated
verbally, she contributed in creating a certain atmosphere of solidarity among the group
members through her laughter. Other instances of her use of laughter occurred when she
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might have been embarrassed or had nothing to contribute. She might have used this
response to participate without speaking. Eun Kyung used her laughter to mediate the
process of learning how to contribute within the group activities. The laugher could be
understood by other members as indication that she was in synchrony with the group
members’ opinions about the topic in this way, showing her engagement in their
interactions.
Eun Kyung’s fear and lack of confidence appeared in her responses to the
interview. Although this interview was taken on the same day the May group work was
done, she seemed still unsure of herself despite a great change in her participation. She
describe herself well in from my question:
Sun Joo: How would you describe your personality?
Eun Kyung: I’m just a very quiet person. When I don’t have anything to say,
then I don’t say anything. It’s the same in Korean too. I’ve always felt bad
because I feel like I’m being ignored if I don’t speak during group work (#2
Interview, May 24 ’01).
In the above interview data, Eun Kyung expresses an expectation or obligation to
speak in group work but a clear sense of being able to speak when she has something to
communicate. This represents her expectations of being respected by younger students
from her Confucian ideology. However, she constructs herself as being “ignored” when
she feels that she is not fulfilling the expectations as an older student.
Eun Kyung might have felt pressured of her contribution to the group as a Senior
and expresses her worries and regrets. But she also explained why she does not
participate for the sake of speaking.
I’m assuming that the other members feel impatient of me because I don’t
participate much but it’s better than saying something with a lot of mistakes.
Ji Min thinks that she’s not actually helping out the group with her
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participation but it’s actually not true. She makes a big difference.” (#2
Interview, May 24 ’01)
As stated above, Eun Kyung’s statement reveals a concern very common among
second language learners in a grammatical based curriculum, fearing of errors. Selfmonitoring to an extreme degree reduces the opportunities for speaking while an
effective strategy for Eun Kyung to avoid making embarrassing mistakes in front of her
friend Ji Min as well as the two younger students, this over time could impact her fluency.
Her consciousness of her perceived lower ability and concern over what others might
think of her contributed to a struggle with her confidence. Eun Kyung’s praise of Ji Min’s
group participation seemed to have indicated that she had been relying on Ji Min’s
contribution to the group, perhaps to make up for her own lack of participation as a
senior.
Overall, Eun Kyung’s struggle to maintain her status as a senior and manage an
appropriate English level of participation in the discussions was evident in the data as
well as in her interview. Being shy, her personality might have added on to her burden
and stress because she was expected to be within the Confucian ideology to be vocal and
active within the group as an older student, thus expected to be an exemplar to the
younger students under Confucian ideology. However, her remarkable change in group
participation might indicate that she was gradually becoming more comfortable about the
group work as the semester progressed. Although she may had been placed at risk by the
institutional demands and requirements, her participation in class earned her a passing
grade in the class which over came this institutional obstacle.
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Vygotskian lens allows us to view Eun Kyung as someone who over time learned
the social discursive practice of the group. In the March transcript, her low participation
could be the result of not being able to utilize the tools she had learned from her previous
educational experiences. The tools she learned (Traditional grammar rules) did not help
her mediate the group activities in which she was obligated to participate in March
transcript. Analysis also indicate that she did not help the group to scaffold by neither
leading the group nor providing discussion content as the other group members did.
Her avoidance of speaking in March transcript was explicit in her response to Ji Min and
in her frequent laughter. Eun Kyung’s effort to maintain propriety clearly dissuaded her
from taking more opportunities to interact but at the same time, this learning period lead
to her to recognize her gaining self confidence slowly throughout the semester.

Different Experiences, Different Responsibilities
The social dynamics among the group members affected each individual’s
learning experience. Confucian ideologies of hierarchy, propriety and each student’s
English communication skills determined how students interacted with each other.
Through joint productive activities, each student had to struggle and learn new methods
of interacting with each other in English and at the same time, learning to accomplish the
group tasks.
Students learned to interact with each other despite the power relations present
within the group. Within the group, certain communication patterns emerged as students’
status and shifts in roles existed through out the semester (Ji Min as leader of discussions
on content; Sun Ae as the leader of group process; Won Young as the leader of group
process toward the end of the semester; Eun Kyung as a participant). This joint
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productive activity process is where students displayed, practiced, learned and improved
from each other despite the difficulties they had to experience. Students’ interview data
indicate that the group’s unique interactions to complete the joint productive activities
were what helped each individual learn and improve their English. Although it is difficult
to determine how much each student learned by ethnographic observations and transcript
analysis, their self evaluation on their own learning process signify accomplishments in
their own ways.
Through a critical discourse analysis of the transcripts and interview data, it
seemed that the presence of two seniors in the group played a pivotal role in the language
learning experience for Sun Ae and Won Young. For Sun Ae, her experience as leader
deteriorated from the first transcript beginning to the last transcript. Her subject position
shifted according to when she was exercising power as the one with higher level of
English communication skills. However, for Won Young although her subject position
shifted, her status within the group remained as the lower ranking Freshman due to her
lower English communicative abilities. Despite difficulties, her learning experience
might have been elevated throughout the semester. Both students seemed to have been
frustrated and put in additional effort to accommodate to the needs of the group. They
both facilitated the group in ways to move the group work forward, focusing mainly on
completing the group task. In Won Young’s case, the fact that seniors did not participate
much might have been the impetus to becoming more active. On the other hand, for Sun
Ae, it came to a point where she might have been too stressed and burned out from trying
too hard. Her determination and eagerness to use the English language in the group
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despite her status within the group perhaps allowed the senior members to take a back
seat, leaving her with the majority of the task to do.
As for the two seniors, they both might have been very conscious of their status as
older students and tried very hard to keep their propriety and power. This affected the
group’s activities as a whole since it impacted the group’s dynamics on each student’s
participation. As Ji Min felt the larger responsibility of leading the group, as time passed
she became less motivated due to her feelings of being responsible without Eun Kyung’s
help. Unlike Eun Kyung, Ji Min might not have struggled with her confidence. She
seemed very confident and lively who maintained her status and authority as opposed to
Eun Kyung who might have been conscious of how other students viewed her due to lack
of ability. Due to these problems, the two seniors’ values on propriety resulted negatively
on the group as a whole, decreasing Eun Kyung’s in the beginning and Ji Min’s toward
the end of the semester as the critical discourse analysis indicates. Thus, the interactional
negotiations created burden on the younger freshman students with the responsibility to
speak and facilitate the group activities.
Each student’s responsibility toward the group work might have been different
according to the Confucian discourse of hierarchical system in the group as well as the
power structure sorted by ability to speak English from the personal level to the
institutional level of expectations. While the Freshman students strived to make the group
discussions move forward, seniors were more concerned about their contribution to the
group discussions in terms of demonstrating their knowledge and ability to speak
English. Within these different responsibilities, each student portrayed their difficulties
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and successes through their language use in group work as seen in each student’s
analysis.
On the other hand, analysis of interactions using a Vygotskian perspective
differed from CDA. Without taking the power issues to consideration, interactions
produced by each individual except for Eun Kyung can be seen as part of group
scaffolding of language learning experience. The outcome of the two Freshman students’
responsibility to facilitate in a joint productive activity resulted in producing more
interactions in the target language regardless of whether the nature of interactions were
on task or off task during group activity. As for the two seniors, Ji Min continued to
engage in interactions in both March and May transcripts. Ji Min’s responsibility as a
Senior enabled her to be actively engaged in interactions by providing discussion content.
However, on Eun Kyung’s case, her responsibility as senior to be the “knower” of the
group reduced her chances of interacting due to her fears of making mistakes. However,
her interactions increased through out the semester indicating her progress in language
learning process. Same could be said for Won Young as well as her participation
increased. The learning experience Eun Kyung and Won Young had to go through might
be an indication of the process language learning over a lengthy period of time, a period
of time where higher mental functioning through interpersonal plane might have been
trying to reach the intrapersonal plane of language learning. These indications were not
visible from the moment-by-moment interactions but by comparing the two transcripts,
Eun Kyung and Won Young’s increased interactions indicate that they were in the
process of interpersonal plane which increased the chances of reaching the intrapersonal
plane in the May transcript compared to the March.
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Another phenomenon viewed from Vygotskian lens concerns Eun Kyung’s use of
laughter and Won Young’s use of Korean discursive practices as mediating tools. This
might indicate the two students with lower communicative level trying to receive aid
through a tool during their interactions. As we have seen earlier, these were the two
students who did not actively engage in interactions in the March transcripts. Therefore,
their use of mediating tools might be an indication of their struggle in their language
learning process.
In this second phase of data analysis, I tried to present how students might have
enacting values aligned with Confucian hierarchy system and might have had a strong
influence on a Vygotskian perspectives of analysis. Vygotskian perspectives assumes a
single cultural influence on the direction (goal), goods (language) and relationships, yet
when multiple influences on the activity arose from the contact of cultures, it needs to be
augmented to handle these influences. In particular, the struggles over each element of
activity were better captured by CDA of the group tensions. By contrasting these two
layers of analysis, I was able to see the limitations of Vygotskian analysis where power
and tension issues were not taken into consideration. CDA allowed me to look at why the
students were speaking the way they were and what kind of problems they were causing
during group work. And at the same time, Vygotskian perspective enabled me to look at
their interactions to find indications of language learning process to mediate their activity
by identifying tools for mediation and scaffolding by the capable peer. Therefore, this
experience allowed me to learn that combining CDA to microgenesis method of analysis
can enrich and complement Vygotskian views on language learning to be informed of
why, why not and how students learn language through interactions.
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Multiple Voices and Objectives
Introduction
In this third phase of analysis, I use activity theory which was first theorized by
Vygotsky then further developed by Leontev and Engestrom, to bring together all the
findings from previous interview s and CDA as data to identify and portray how the
macro issues affected by globalization, neoliberalism and sociocultural background
might have had influenced students’ classroom learning experiences through multiple
goals of activity systems. Because the EFL Freshman class is a mandatory one year
course, there might have been students with different objectives, investments and
personal feelings toward the class. In this section of data analysis, I will examine
students’ objectives and voices and how they portray their learning experience to explore
the possibilities of transformation (Engestrom, 1987, 2001) through analyzing each
student’s multiple voice, historicity, contradictions and the expansive cycle of the activity
system within the group work and each student’s voices.
The data for analysis for this section are taken from the third and fourth
interviews. Through interview data, I was able to identify the different analytical
categories of activity system (Engestrom, 1987) as well as the expansive cycle
(Engestrom, 2001). The third interview was conducted after students experienced two
semesters of the Freshman EFL course.
Students and I met outside of campus individually and at that time, neither the
students nor I had the obligation or responsibilities as the teacher and the student. The
atmosphere felt more comfortable as I asked questions requiring them to reflect back on
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the good and bad experiences of both my class and their following experiences with other
professors. The questions I asked in Korean were:
1.

Could you please explain the learning experiences of the first semester EFL
course and the second semester EFL course?

2.

What were the pros and cons of each course?

3.

What do you plan to do in the future?

The fourth/last interview data were based on e-mail communication in which I
asked specific questions pertaining to issues I wanted to confirm and verify similar
questions I had asked almost a year after our last interview with the student. The
questions I asked were:
1.

Could you please compare the differences between our first semester
Freshman EFL course to our second semester course with a different
professor?

2.

What do you think were the positive characteristics of our class?

3.

What were the negative characteristics of our class?

4.

How did you feel about my class and the second semester class?

5.

What would you like to do after you graduate?

These questions arose from my need to seek confirmation of my analysis as well as
previous data from CD A and interview data from the beginning of the semester as well.
As the semester passed, it was apparent from students’ interviews and their class
work that each focal student was managing their own agendas with respect to their
activities in the class. It was quite surprising to find out how different their goals might
have been and how this difference might have affected their efforts with respect to the
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course. As the teacher of the course, I felt disappointed that the curriculum which I had
created to provide a unique experience had caused them to feel burdened and stressed
throughout the course. However, despite these conflicts and problems, the four students
realized the value and importance of the course objectives as they went on to experience
subsequent English classes. Therefore, in this section, I will try to convey each student’s
voices, historicity, contradictions, and space for possible transformation from her
multiple perspectives for accomplishing the goals of the activities in my EFL class.
Group Analysis of the Activity System
The EFL class’s syllabus broadly comprised three areas. First was to instruct,
study and review the mandatory textbook which mainly concentrated on reading
comprehension. The second area was to take this reading comprehension and use it as
communicative activities in groups to promote their critical thinking and interactions in
English. The third area of concentration required them to analyze videos, which required
students to work outside of class in groups, to analyze transcripts from the video and
reproduce their own version of the script for presentation. Analysis of activity system
concentrated mainly on the two group sessions which were transcribed and analyzed
through CDA and then connected this to the interview data collected four times over two
years.
As a group, the object of activities was to have discussions about different issues
using critical lens. I assigned the tasks one day before the group discussions. Other
topics included in discussion sessions were closely related to each student’s daily life.
The tool for the activity was English for discussion and one person was assigned as
facilitator to take notes for the group’s session presentation upon returning to the whole
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class. The immediate goal of the group activities was to outline what was discussed that
could be presentable. However, as shown in Figure 2, the overarching goal was to
provide dialogic interactions among group members to practice their speaking skills and
accomplish the task. An additional important goal was to prepare students in developing
a critical perspective when analyzing issues and situations. This activity system was
developed purely from my perspective as teacher. Specifically, I was trying to implement
a curriculum that helped students improve their fours skills in English. However, as the
activity system was analyzed from students’ perspectives, there were conflicts,
contradictions and space for future transformation of the EFL class. In the following
section, I use the activity system categories of Figure 2 to analyze each student’s
expansive cycle.
Figure 2. Structure of the Activity System in EFL Class (* Italicized words represent
outcome of the activity system)
Tools
Hybrid English and Korean discursive practice:
(Spoken English, Korean writing, English writing)

Dialogic interaction among group
members to provide opportunities to practice
English which can lead to improvement
of speaking skills and critical thinking

*

Subject

*High tension level for group
due to cultural values.
Therefore, each student’s
role needs to be defined
and appointed
*Students wanting more
teacher control and authority

Sun Ae, Ji Min,
Eun Kyung, Won Young

Rules

Object-► Outcome

Community

Freshman English class
“English only”
Dialogic interactions among students
* Teacher need to enforce English only policy
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Division of labor
Whole group discussion
Writing class presentation materials
Presenting at the end of class

Sun Ae: “I want to receive good grades”
My impressions of Sun Ae were that she appeared to be a very hardworking,
studious student. I could see that from a teacher’s point of view, she aimed to be the
ideal student since she gives priority to her academic work. She spent much of her free
time in the library studying and wants to receive good grades for all her classes. She
might have been especially serious about the English course because it was the most
challenging class. She comments on the class:
I spend the most time out of all other subjects studying and doing homework.
I never thought that I had to study this hard for English in college (Interview,
June 19, 2001)
Sun Ae’s serious orientation toward the EFL class might have motivated her to do well in
group in the beginning of the semester.
Sun Ae was recurrently appointed by the group to be the facilitator and was
responsible for presenting at the end of the class as well. Therefore, she was facilitating
the group discussions and concurrently, pushing other students to participate in order to
produce the materials for presentations. However, from Sun Ae’s broader personal
objective, she might have also appointed herself as the facilitator after assessing that no
one else from the group was going to move the group forward. She seemed worried for
the group as a whole, as well as for herself, because she was aiming for an A at the end of
the semester. Although Sun Ae’s perception toward group work changed toward the end
of the semester, her objective of receiving an A for the class did not change. She
misunderstood that participation was based on group not individual work. Therefore,
after verifying this with me, Sun Ae’s participation changed greatly. Throughout the
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period of Sun Ae’s facilitation in the course, she used verbal communication in English
as well as writing in Korean when she had to express complex issues to group members.
Sun Ae’s mixed feelings for the group work can be heard through her multiple
voices as her subject positions changed throughout the semester. The first example might
be seen when she was feeling responsible for having the discussion progress and was
extremely stressed because she wanted to do an outstanding job. For her, the activity
seemed extra difficult because the Seniors were not participating enough to contribute to
the discussion. The conflict she experienced with seniors might have lead her to
withdraw from her subject position as the facilitator, bringing in her voice as someone
who wanted to push the responsibility to another Freshman, Won Young. Sun Ae’s other
voice to question the seniors, whom she had to respect due to Confucian ideology and the
situation she was placed in as the main facilitator might have lead her to become
demotivated and doing the least she can during group work.
In terms of historicity, Sun Ae had the longest learning experience in English
education among the focal students. Sun Ae seemed to have been very confident about
English when she was in school but it was the first time for her to feel the burden toward
an English class due to new experiences. Joint productive activities, speaking only
English in class, and learning to academically work with senior members within the same
group was her new challenge compared to her previous learning experiences from high
school.
The contradictions in Sun Ae’s activity system were brought out in the interviews
conducted at the end of the course. After that time, she realized the importance of having
ample opportunities of speaking English but at the same time acknowledged the
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challenges and stressful experience during her first semester. She however realized a
year later that her experience in the class was actually a “good” learning experience. She
describes her experience as: “During the whole semester, I was unimaginably stressed
and burdened by the activities we had to do in English as well as coping with the seniors,
however, after taking another semester in a different class, I realized that the I learned
and practiced much more than what I had realized at that time.”(#3 Interview, March
20, ’02) Her encounter during her second semester of English class with a subsequent
teacher who had a very different teaching approach and philosophy contributed to
realizing the contrast. In response to my question, “Could you please compare the
differences between my first semester Freshman EFL course to our second semester
course with a different professor?”(#4 Interview, Dec 12, ’02), Sun Ae explains her
feelings toward the second semester:
In the second semester class, only the teacher spoke most of the time. He
was an American teacher and I expected a lot from him. But I became very
disappointed and angry later as the semester progressed. There were no
opportunities to speak English in groups. There were times when I felt
offended because the teacher only spoke with students who had higher
proficiency and treated the rest of the class as if they were elementary school
students” (#4 Interview, Dec. 12,’02).
Sun Ae expressed that the second semester course was easy because she did not
have to put a lot of effort in the class because the teacher did not structure interactions
for students to use English. She did not have to engage in joint activity which might
encourage critical thinking, nor were the students given opportunities to use and practice
English through various interactive activities. Sun Ae felt that these were the major
differences between the two classes. Despite the conflicts and tensions in group
discussion she had experienced during the first semester, she seemed to have shifted in
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her beliefs toward the English class. She expresses her anger about the lack of
opportunities to speak and she even felt offended about being treated as elementary
students.
She reported that she received an A in her second semester class but with half the
effort she had to put from the first semester. However, she admitted she did not learn
much from the second semester class. Sun Ae’s reflection on her two different
experiences was that although the first semester class was stressful and difficult, it made
her realize that a certain degree of obligation in English offered her gain more confidence
and use the language. She expressed that if the second semester course had been
consistent in teaching approach in first semester, she would have improved much more.
Sun Ae states that “I really wish the second semester professor would have used similar
activities and lessons as the first semester class. I would have been able to continue to
learn more” (#4 Interview, Dec. 12, ’02).
Ji Min: “I want to graduate”
I viewed Ji Min as an enthusiastic student with a lot of ambition. It was clear to
me that her interests had leaned more toward pursuing extra curricular activities rather
than academics. Therefore her academic work had suffered in previous years. Although
her personal problems might have hindered her from fully concentrating on school work
the first semester, she had developed an earnest desire to fulfill the Freshman English
requirements in order to graduate the following year.
As a senior, Jimin’s objectives within the group might have been to maintain
propriety in front of Freshman students as she indicated in a prior interview. In my field
notes, she showed this by actively participating in the group discussions as the main
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knowledge provider. Ji Min’s personal goal for the class itself was to receive a passing
grade to be able to take the next level of Freshman English class. Ji Min, however, had
insecurities about her English speaking ability. She felt that she had limitations to express
herself fully in English. This might have provoked her to use Korean writing quite often
as a secondary tool to communicate with other students during the group discussion. She
believed that writing in Korean would be better than speaking Korean knowing that there
was a tape recorder in front of them. She adapted this circumvention of the English only
policy to manage her needs to understand and the rules to use English orally.
Ji Min’s struggle in the class revealed itself through our interview in which she
portrayed herself as an active knowledge provider within the group, she felt very
pressured of having to participate more to make up for her friend Eun Kyung, who she
felt was not contributing enough to the group work. Additionally, Ji Min’s other voice
toward the Freshman students might have been that her position as a Senior made it
difficult to say anything she wanted because she is conscious of the two Freshman
students. Last, the accruing problems and conflicts in group work she had to face might
have added on to her existing personal struggles. Although she realized that speaking
English in class was helpful, she wished she did not have to do this in class. She also
expressed distaste for spending too much time on homework when the course was not
even a major subject course. She states that “I had equivalent amount homework as some
of my major subjects. As a senior, I think it’s more important to concentrate on major
subjects and the English course prevented me from focusing on my major” (#4 Interview,
Dec. 12’02).
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In comparison to the other focal students, Ji Min’s past English language learning
experience were minimal. However, as she entered college recently, she had lost interest
in learning English when other students intimidated her by having more developed
English proficiency. Her English teaching experience with a middle school student
though helped her gained back interest and necessity to study English. With these reasons
along with her lack of interest in academic work, Ji Min might have had encountered a
fluctuating journey with English.
However, this was her first time not dropping out of the English class since she
had first failed the Freshman English class. With her new English tutoring job to a middle
school student, her interest in English emerged again, thus helping her to interact in the
group. She commented on the English class:
It was the first time in four years that I had actually completed the whole
semester. I knew that my role in the group was important and I also knew
that the teacher was going to be worried so I felt obligated to participate
more than before” (# 3 Interview, March 22 ’02).
Ji Min aligned herself with Confucian ideologies to please the teacher or at least
respect the wishes of the teacher in her expression in the above data that “my role in the
group was important” and “I felt obligated to participate more.” Thus, she pushed herself
to the stage where she had to try extra hard unlike her performance in any previously
attempted EFL courses.
The contradiction in Ji Min’s activity system might be the shift in her perception
of English education as she was approaching graduation. In her last interview she regrets
her college years as,
I really regret not studying English hard during college years. I tried to avoid
English as much as possible for four years and here I am studying English to

224

prepare myself for entrance examination to become an airline stewardess. I
think it’s funny that I’ve chosen a job that requires a lot of English. I wish I
could turn back the time (#3 Interview, March 22, ‘02).
As seen in the above interview data, she expresses that she recognizes her less
than full attempt to learn English. Her shift in her beliefs about the value of English
education became apparent to her when she was trying to seek employment in a field
where high English proficiency was expected as a basic requirement. Another notable
contradiction might be the shift in her attitude toward our English class. She admitted
the difficulties that existed during the first semester but after experiencing the next level
English class, she appreciated what she had to go through in the first semester course.
She states that “I did not realize using English in class would actually help me improve
English. All the activities we did in the first semester were difficult but I felt
accomplished after every task we completed. The second semester was did not consist of
any activities and the professor did not ask us to speak English either. I did not feel like I
was learning anything” (#3 Interview, March 22, ’02)
According to Ji Min, the second semester class was very boring for her. She
experienced a teacher-centered approach which de-motivated her. A semester later, she
came to appreciate the first semester class because it provided more learning
opportunities although it was stressful at that time. Ji Min’s learning experience might be
concluded as, although students centered approach was demanding in both participation
and homework, it was a better learning experience for her. The most prominent lesson
she might have learned was that since English was the most important factor in job
opportunities, she wished she had more opportunities for social interaction in English and

225

more activity based English classes during college years in order to develop higher level
of English proficiency.
Won Young: “I want to learn more”
Won Young’s experience in our first semester class might have been the
smoothest among the four focal students. Although she experienced some difficulties, she
felt motivated to improve her English as a result of self assessment and recognition of
limited abilities.
Through interview data and field notes. Won Young conveyed that her objective
in the group activity was to actively participate in discussions in the beginning and
facilitate the group toward the end of the semester. Although she considered herself shy,
she pushed herself to speak as much as possible because she knew that she was being
graded for participation. Won Young’s personal goal toward the class seemed to have
been to receive a good grade and learn as much as possible. Won Young expressed that
she also used Korean writing as a tool to supplement spoken English to get her message
across to her fellow group members.
Won Young’s multiple voices might have represented self struggle for
improvement and motivation to learn in class. Unlike other focal students, her voices
gave her positive impact in making herself realize that she needed to improve more. In
terms of participation, because Sun Ae had taken the subject position as the facilitator,
she might not have had to work as hard in the beginning. She came to the university with
high expectations and she felt stressed that she was being forced to speak when she
preferred to stay quiet and listen.
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However, because she wanted to receive a good grade and always had great
interest with English, she might have went beyond her usual effort to participate as much
as possible when Sun Ae gradually withdrew from facilitator subject position. Won
Young’s participation as a leader of facilitation lead her to contribute more to the activity
in terms of division of labor compared to when she was taking up the position of a
participant or active participant due to her personality to rather listen than to speak out.
Although she questioned the Seniors’ participation and ability, this might have provided
more opportunities for Won Young to lead the group. Therefore, Won Young’s voices
were representation of her inner struggles to go against her previous learning practices
(listening) and appropriate it to the group’s activity for the benefit of herself as well as
for the group.
Won Young’s contradiction in her activity system might be her acknowledgement
wanting for strict control over the classroom regulations. She believed that her
experience in the first semester class was challenging and motivating because she had no
choice but to speak English despite her struggles due to her shy personality. According to
Won Young, in her second semester, although she received the same grade as the first
semester class she had only invested half the effort she had to during the first semester.
She complained that she never had a chance to speak English because the teacher did not
enforce it. As a result, students did not speak English in class. Won Young describes her
experience as,
I did not feel like I learned anything. All I did was just memorize words and
after the exam, I forgot most of it. In the first semester class, although it was
difficult, I felt that I was learning and made me realize that I need to study
more” (#3 Interview, March 21, ’02).
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Won Young’s expression, “I did not feel like I learned anything” during the
second semester indicates her shift in her thinking. Her belief about what is learning
dramatically changed after experiencing the second semester course. Memorizing and
passive learning does not constitute as learning language anymore to Won Young. But
rather, interactions in the target language was what she believed made her learn more.
By the end of the second semester, she felt that she had not learned much and realized
that enforcing “English only” in class provided opportunities to speak the target
language. Won Young’s complaint about English only rule during the discussions in first
semester class was something, she learned to value after she had experienced the second
semester English course. She expresses her feelings as, “I wish at that time, I knew. The
whole semester, I thought that it was too much work and did not think that what I was
doing was a process of learning I had to go through. Now I know better” (#3 Interview,
March 21,’02).
Eun Kyung: “I’m not scared of English anymore”
Due to her lack of investment, confidence and proficiency, Eun Kyung seemed to
have been the most troubled student among the four group members in my first semester
class. Through field notes, interview data and critical discourse analysis, I was able to
synthesize that Eun Kyung’s objective for the EFL activity was to survive through group
activities without making other group members uncomfortable as a result of her low
contribution. She seemed to have had very low confidence regarding English speaking
abilities and did not want to make mistakes in front of her friend Jimin, the fellow Senior
and the two Freshman students. She tried to keep her propriety by not saying much. She
observed and listened more than participating. She seemed to have had strong resistance
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toward the group discussions in the beginning of the semester but progressively adapted
herself well to the group by the end of the semester. Her objective for the class was to
receive a passing grade in order to graduate and therefore, did not plan to put her full
effort into the course. However, toward the end of the semester, she aimed at a better
grade than a passing D for the course.
Eun Kyung’s multiple voices might have been a result of the watchful eyes of
three other students in the group, Eun Kyung might have felt the tension due to her lack
of participation and insecurities about her ability. Her limited performances could have
made her and made her feel very guilty. Due to this reason, in the interviews, she
appears defensive against being labeled as an incompetent Senior who could not
contribute to the group. She dreaded taking this class as her past experiences had ended
by her either dropping out of the course or failing. She began to believe that her English
was not good enough to contribute much to the group. In addition, she felt embarrassed
* being in the same group as the other two Freshman and a friend who could be judgmental
about her situation. Her shy personality was also playing big part in the situation. Eun
Kyung aimed to receive a passing grade so she did not have to retake this course again
next year. However, a different innate voice might have given her the courage and
confidence to overcome the fears and tensions about the participation (division of labor)
during group activities. Therefore, Eun Kyung’s conflicting multiple voices might have
represented the process of conquering her fears and gaining of confidence.
Eun Kyung’s historicity seemed to have predisposition against learning English.
Her interest in English other than reading comprehension in high school was almost non-
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existent. However, her experiences in the first semester English class motivated her to
complete the course and to even aspire to earn a good grade. She explains:
Before, nobody cared whether I did well in class or not. However, this
semester is very different. I do not know how ninety minutes goes by in class
and I feel like I have to do better than before. I feel like I’m actually
improving and do not feel as afraid anymore than before” (#2 Interview, May
24,’01)
Although this class was very difficult and challenging because of her level of
performance, personality and group tensions, Eun Kyung seemed to believe that the one
semester was a productive learning experience for her.
Eun Kyung’s contradiction in viewing her engagement in the activity system may
have been a transformational experience, turning her negative feelings toward English to
a positive one that even inspired her to continue pursuing her studies. For Eun Kyung,
this class made her realize that she could learn to speak English in front of people and it
provided her as place to apprentice. Although she felt very distressed and worried about
the class, it was worthwhile for her. She expresses this by, “This class made me realize
that I can do it and was a good starting ground. Although I felt very stressed and worried
about the class, it was worth it” (#3 Interview, March 22, ’02).
In Eun Kyung’s second semester, she had to drop her English class. Instead, she
took a repeater’s class over the summer where there was abundant group work.
According to her, the best thing was not knowing anybody in the group, so she did not
feel the pressure. Additionally, knowing that every one was a repeater made her feel at
ease during group work. Another issue that minimized conflicts among the group was
that the teacher appointed the facilitators each time. Eun Kyung seemed to believe that
giving students too many choices was not effective and that there should be more of
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teacher control, portraying her Confucian ideology. For Eun Kyung, she might have been
blessed to have met another teacher who provided to her first semester class.
I strongly believe that the first semester class trained me and helped me get
over some fear and was a helping ground for me to do better in my summer
session course. I’m actually thinking of taking an English class at an institute
before I graduate. I now know the importance of it and I know it will help
me greatly in the future (#3 Interview March 22,’02).
As the interview data indicates, Eun Kyung’s perception toward learning English
shifted from taking barely survival strategies to taking a more proactive stance and
especially through her testimonial of her experience as “I now know the importance of
it.” The accumulated experiences of both the first semester and the summer course
positively impacted her conception of the possibility of learning English. Although other
group members’ dissatisfaction toward Eun Kyung’s division of labor within group
activity was indicated, she might have been the agent to push Won Young, Ji Min, and
Sun Ae to work harder toward the group’s goal. Eun Kyung’s agency within the group
was part of her low participation rate and status as a senior which caused stress and
conflicts for all the group members but as a result, helped Sun Ae and Ji Min to
participate more in the beginning of the semester and Won Young toward the end.
Possible Transformations of the Activity System
From analyzing the activity system of each student emerged several issues that
could be addressed to suggest directions for change from the group level to the
institutional level. Each student’s perspective provided possible suggestions for changes
that might be implemented in future teaching practices that improve the students’
learning experience in groups and whole classroom.
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When examining Sun Ae’s voices on her learning experience, there were four
issues that might be transformed to identify and address problems she had to face. First of
all. Sun Ae’s burden of facilitation deterred her learning experience. Therefore, the
teacher dispersing the responsibilities equally to other students might have provide her
the space to be open to everyone’s full participation. This in turn would give her
experience in viewing the advantages of group work interactions in English. Second, Sun
Ae concluded after completing the two semesters of mandatory EFL courses that
teacher’s stricter enforcement over English policy was what helped her use the language
and improve. Therefore, she would like to see more control of the teacher in the future.
Last, from Sun Ae’s perspective, she would like to see a continuum of the student
centered EFL courses. Fler greatest regret was not being able to take the subsequent level
of EFL course that with similar philosophy as the first semester course.
Ji Min’s overall view of her experience in the first semester class in retrospect
was labeled as a good learning experience that supported her to move on to the next level
during the second semester. What she believed helped her was the interactions in English
as well as the video activities they had to do in groups. She believed that classes should
be student centered. She however dreaded the vast amount of homework that was
required. She expressed that homework was something that was a great burden for her.
Therefore, for Ji Min, reducing the amount of homework might have avoided part of the
struggles she had to experience. Another serious issue was regarding being in a group
with a close friend. Although her lively personality might have allowed her to be active
in group work , she might have progressed more if she did not have personal problems
with Eun Kyung. Ji Min’s uncomfortable situation with Eun Kyung deterred her from
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attending regulary. Therefore, for Ji Min, she might want to avoid being in a group with
her friends in an academic setting where possible conflicts that could lead to bigger
issues can occur.
Won Young’s learning experience might have had improved if three issues could
have been solved. First issue is regarding facilitation. Because Won Young, like Sun Ae
experienced heavy burden of facilitation, dispersing the responsibility equally among the
group members might help her progress more along with full participation in the group.
The second issue was regarding home work. Won Young also felt that she had to invest
too much time doing class home work compared to other major related subjects.
Therefore, reduction of home work might eliminate part of her stress toward the course.
Last, Won Young strongly believed that teacher’s mandated rule was important because
too much freedom stopped students from participating in English. Therefore, for Won
Young’s learning experience, she prefers teachers with more authoritative and strict
policies about participation in English, which reflects Won Young’s values on Confucian
learning ideology.
Eun Kyung’s stress in her status as a senior and having to negotiate
responsibilities among group members might have been the caveats of her learning
experience in the group. She continually had to worry about her propriety as a Senior in
front of Freshman students as well as her friend who is her equal. Another important
factor for her was having unrestricted rule of deciding each student’s responsibilities.
The group as a result had two freshman students as facilitators which were implicitly
decided among them. For Eun Kyung’s better learning experience, appointing students
and mandating rules to class by the teacher might be a better system for her because she
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believes that there has to be authority to tell them what to do. This could eliminate the
uncomfortable power struggles among the students in a group. A crucial environmental
issue for Eun Kyung would be to be placed in a group where they were all repeating
students and did not have to keep the Confucian notion of propriety as an older student at
all times.
The expansion cycle of the activity system clearly attests to the possibility for
enhanced classroom rules that might have promoted their learning experiences. To
summarize the four students’ expansive cycle in the activity system, first of all, across
four students’ experiences, they might have had come to an understanding that more
interactions in English were vital to learning English after comparing different types of
Freshman English courses. Second, Sun Ae, Won Young and Eun Kyung believed that
stricter control of students worked better because a certain degree of force made them
speak English despite their initial resistance. Third, demanding home work might be a
de-motivating factor for students, therefore, adjusting the amount to a level they can
sustain may encourage their interests without over burden in them. Last, Sun Ae, Eun
Kyung and Won Young expressed that a continuum of student centered course in the
second semester could have been helpful for them as a next step because they did not
want all the effort they had put in and established during first semester to go to waste.
Students’ multiple voices favored stricter control of the language used in class,
which might have resulted from their journey through Freshman EFL, one year for
Freshman students and four years for Seniors. During the time of data collection, all four
students might have struggled with their individual problems resulting from demanding
class work, classroom rules, hierarchy systems within the group and basically trying to
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adjust to the novel classroom environment. However, after all of them had completed the
required two semesters of freshman EFL course, their understanding of what it means to
learn and how it should be learned drastically changed.
Table 19: Activity System of Expansive Cycle
Name
Sun
Ae

Activity
System
Obj:
Receiving A
at the end of
the semester
Div.Lab:
Responsible
for
Facilitating
and
presenting

Multiple Voice

Historicity

Contradictions

Expansive Cycle

*Want to move
group forward to
get good grades
♦Feeling
burdened by too
much work as a
freshman to
facilitate and
spending too
much time doing
HW.
*Why can’t
seniors be more
active?

♦Had always
been interested in
English and felt
confident
*Previous private
English lessons
helped her
become more
familiar with
English
♦Group work
and only English
rule challenging
and stressful

♦Realized the
importance of
having ample
opportunities to
speak English but
very stressful at
that time.
♦Second
semester class
only teacher
centered and no
opportunities to
speak English.
Only put half the
effort but got
same grade
♦Second
semester course
was easy because
teacher did not
make students
use English. She
felt that she
hadn’t learned.
She felt offended
when teacher
only spoke to
more proficient
students and
treated others in
the class as
elementary
school students.
Concl: First
semester class
was stressful and
difficult but made
her realize the
importance of
interaction.

♦Felt burden of
facilitating
deterred her
learning
experience.
Therefore,
dispersing the
responsibilities
equally to other
students might
provide her with
open mind to
fully participate
and experience
the advantages of
group work
interactions in
English.
♦Reducing HW
can ease her
stress and
burden.

Continued, next page
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Table 19: Cont.
Name
Ji Min

Activity
System
Obj:
Receiving
passing
grade to
graduate
Div.Lab:
Responsible
in making
contributions

Multiple
Voice
*Need to pass
this class to
graduate
*Want to
contribute
knowledge to the
group as an older
person
* Could not fully
participate
because of
absences
*Why can’t Eun
Kyung contribute
*Being in a
group with a
friend is
uncomfortable

Historicity

Contradictions

*Was always
interested in
English but
geographically
and financially
impossible
*Know the
importance of
English and want
to learn more
* Class
challenging due
to Home work
and only English
rule

*First semester
had the
motivation to do
well in class but
due to personal
problems, could
not concentrate
as much as she
wanted
*Felt that she
spoke a lot of
English
compared to
other English
classes she took
and dropped out
but was still very
difficult
*The next
semester class
was very boring
and teacher
centered,
therefore,
realized a
semester later
that this class
was helpful
although it was
stressful
*After
graduation,
wants to take
airline stewardess
test. Therefore,
needs to learn
more English.
Regrets not
concentrating
more on English
during college
years.

Expansive
Cycle
*Her lively
personality
allows her to be
active in group
work but she
might have
progressed more
if she did not
have personal
problems with
her boyfriend
and also Eun
Kyung that
deterred her
from having
good attendance
therefore, Ji Min
should avoid
being in a group
with her friends.
* Reducing HW
can improve her
conception
toward the class.
*Ji Min’s interest
in English can be
maintained and
achieved by
taking English
classes at
language
institute because
she realizes the
importance of
English to
succeed in the
job market.

Continued, next page
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Table 19: Cont.
Name
Won
Young

Activity
System
Obj:
Receiving
good grade
Div. Lab:
Responsible
for
facilitating
the group
process

Multiple
Voice
♦Wanted to
speak more but
shy in the
beginning
♦Felt more
comfortable with
more confidence
later.
♦Need to move
the group
forward
♦Why can’t
seniors
participate more

Historicity

Contradictions

♦Was always
interested in
English and
wanted to learn
more but
geographically
difficult
♦Class
challenging due
to more HW than
other classes and
speaking only in
English

♦Shy personality
deterred her
participation in
the beginning but
participated more
later due to
increased
confidence.
♦Was very
stressed due to
responsibilities of
facilitating and
having to speak
all the time.
♦Second
semester,
received the
same grade as
this class but did
it with half the
effort. However,
never had the
chance to speak
English because
teacher did not
enforce so
nobody spoke
English in class.
At the end of the
semester, she did
not feel like she
learned much.
♦Also tried
taking a speaking
course at a
language institute
during summer
vacation, but
stopped going
because it was
boring. She
thinks there has
to be a stricter
rule for her to
make her
participate more.

Expansive
Cycle
♦Because Won
Young, like Sun
Ae, was too
stressed from the
burden of
facilitating,
dispersing the
responsibility
equally can help
her progress
more along with
full participation
in the group.
♦Reducing HW
can reduce her
stress toward her
conception that
the English class
is a lot of work.
♦Won Young
thinks teacher’s
mandated rule is
important
because too
much freedom
stops students
from
participating.
Therefore,
teacher should
be more
authoritative and
strict about
participation.

Continued, next page
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Table 19: Cont.
Name
Eun
Kyung

Activity
System
Obj:
Receiving
passing
grade to
graduate
Div. Lab:
None in the
beginning
but more
contribution
toward the
end

Multiple
Voice
*Must try
harder to pass
this class in
order to
graduate
*Don’t want to
speak because
I’m afraid to
make mistakes
*I’m too shy to
speak
*1 have more
confidence to
participate in
the group

Historicity

Contradictions

*Was never
interested in
English in
school
*Never knew
the importance
of English until
coming to
university
*Class very
difficult and
challenging due
to lack of ability
and personality

"This class made
me realize that I can
do it and was a
good starting
ground. Although I
felt very stressed
and worried about
the class, it was
worth it.
*Next semester
class was bad
because teacher did
not care much
about the students
and it was too
teacher centered.
Thus, dropped the
class and took it
again in summer.
Next course was
better with a lot of
group work;
because she didn’t
know anybody in
the group, she
didn’t feel pressure.
Knowing that every
body was a repeater
made her feel more
comfortable.
Teacher appointed
facilitators so it was
better. Giving
students too many
choices did not
work well before.
* Studying English
at a language
institute because
English needs to
improve to get a
good job.
*1 regret not
studying English
hard before.
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Expansive
Cycle
*Eun Kyung’s
stress about her
status as a senior
was the caveat in
her learning
experience in the
group.
Therefore,
making a
comfortable
environment
where she does
not have to
worry about her
propriety as a
senior and as a
friend can help
her to fully
participate in a
group.
* Appointing
students and
mandating rules
to class by the
teacher is a
better system for
her because she
believes that
there has to be
authority to tell
them what to do.

Conclusion
In this finding and analysis chapter, I first identified the activity system of the
group as indicated in Figure 2. However, solely trying to understand the group activity
from the group perspective did not provide detailed insight as to each individual’s
experience within the group. Therefore, I went further and I tried to portray students’
different experiences, voices and struggles through critical discourse analysis of class
discussions transcripts and analysis of interview data within an Activity theory system.
My findings suggest various problems emerging as a product of clashes between
instructional practices with student’s cultural background, cultural values and
institutional policies. Although the innovative curriculum created by the teacher creates
space for these conflicts to manifest, the conflicts allowed me to see potential areas for
further construction of an equitable language learning experiences. The retrospective
positions of the students also indicate how their shifts in perspectives toward beginning
English have recast the tensions and struggles as beneficial. Finally, these combined
efforts also point to analytical institutional system which has discontinuities in providing
for their learning experiences. This data might be invaluable information for my future
teaching practices as well as other teachers in the field of Korean university level EFL
classes.
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CHAPTER 6
CONCLUSION AND IMPLICATIONS
In the previous findings and analysis chapter, significant issues regarding
classroom policy, role of teacher, and institutional system became salient. In this
chapter, I will discuss the emergent problematic issues and present implications from
findings and relate it to the macro issues of globalization, Confucianism and Vygotskian
learning theories.
What Participation Means in the First Semester Freshman EFL Class
During the first semester of the EFL class, I showed how students struggled with
the student-centered approach of learning due to what appeared to be conflicting
Confucian educational and cultural discourses which they had been drawn on from their
previous educational experiences. My data analysis disclosed discrepancies between their
experiences in the first semester EFL class and their values on group work versus their
previous learning experience with minimum interactions within classroom between
students. For the four focal students learning experience in the first semester class, group
activity seemed to have been the most challenging part of the class curriculum.
Confucian ideologies on hierarchy in educational and social settings have made it very
difficult for them to interact with one another as well as full-filling individual
responsibilities.
Seniors’ Perspectives
The two Seniors Ji Min and Eun Kyung felt the pressure representing themselves
as exemplars of learning due to their status in the university as well age. The two
Freshman students Sun Ae and Won Young expected the two seniors to be the role
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models from whom they could learn.. However, because the two Seniors did not fulfill
the Freshman students’ expectations in terms of proficiency and participation level, Ji
Min and Eun Kyung started experiencing internal conflict, questioning their abilities
which led Ji Min to lose motivation about the class. Despite these socially induced
struggles, Ji Min proved herself in group discussions as the leader of the discussion
content and tried her best to prove her abilities. In Eun Kyung’s case, she started
investing her efforts as the semester progressed and slowly gained confidence about her
potential abilities in improving her English proficiency. Her greatest challenge though
was meeting the expectations of the group to be verbally active. Because Confucian
ideologies expect the exemplars to be the speakers as a display of their great knowledge,
this conflicted with her shy personality and low self confidence in her English
proficiency.
Freshmen Students9 Perspectives
For the two Freshmen students, being the younger students in the university
setting made it possible for them to be assigned the harder working roles when grouped
with senior students. As younger students, they were expected to support the older
students with the more tedious tasks to permit seniors to contribute to bigger and more
important issues within group work. Sun Ae and Won Young’s facilitating subject
positions were especially difficult for them because they were used to taking notes when
the great knowledge providers, usually teachers, were speaking. In the case of group
activity, although seniors were their superiors in terms of experience, the function of the
group activity differed from the Confucian ideologies of individual learning through great
exemplars. Clearly in the group work, the seniors did not manifest themselves in the
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traditional way of providing the younger with knowledge nor did they work individually
as it is traditionally done. Instead, freshman students perceived the seniors to not
participate to the extent they expected nor provide knowledge. Throughout the semester,
although Sun Ae and Won Young were burdened and stressed due to their responsibilities
of facilitation and disappointment in senior’s participation rate, they were not able to
voice their concerns and complaints openly to Ji Min and Won Young. This type of
criticism can be culturally unacceptable under Confucian ideologies because younger
person can not doubt or be critical of the superior which can lead to the older person’s
lose of ground (Flowerdew, 1998). Despite of these conflicting ideologies. Won Young
and Sun Ae were able to adapt themselves to the new learning environment to complete
the course and progress in the next class.
Teacher’s Perspective
As a teacher of the class, although I was able to detect students’ resistance to
participation earlier on in the semester, I was unable to recognize the depth of the
problems that were arising among students. I viewed the group as the less active group
among other groups in class and believed in possibilities of improvement and
transformation toward the end of the semester. I encouraged the group members to speak
and participate more in group activities because I thought that 20% of their total grade
reflected their participation rate. I was more concerned about pushing students for more
input and practice into their assigned tasks instead of analyzing and seeking possible
negotiations to accommodate them.
My stance as a teacher was to provide students with opportunities they have had
never experienced in their previous English education. Initially, I felt that I was
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responsible for implementing and monitoring students’ activities to promote learning.
The thought that the focal students would experience ideological problems regarding
group practices did not occur to me until I started interviewing the focal students halfway
through the semester. I was definitely surprised with the intensity of the problems and
was in a dilemma after I learned of the hierarchical conflicts and struggles students had
to experience among themselves. Being a Korean myself and having had practiced the
intricate social rules in the society and education institutions, I found myself temporarily
blinded of the realities by my ambition to implement what I had believed to be the best
way to learn English. The degree of conflicts students had informed me of was far greater
than what I had anticipated. Through this experience, I learned that enforcing my
philosophy and teaching agenda without careful regards to possible social and ideological
conflicts of consequences can lead to serious cultural problems for EFL students. In the
future, as a curriculum developer and as a teacher, I think I would be more open to
creating space for a dialogue with the students regarding the design and implementation
of the curricula that are less rigid in order to accommodate possible changes as needed
when problems are detected.
My research taught me that cultural clashes and conflicts by students when
introducing unaccustomed practices in classrooms are inevitable. Although it might be
difficult, it became much clearer to me of the importance for teachers to be alert to
emerging conflicts as they arise and find possible alternatives to negotiate problems that
can become obstacle to students’ learning experience. This would mean that as a teacher,
one might need to be prepared to handle problems and negotiate changes that might be
needed in classrooms settings, and having a critical stance toward one’s own teaching
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practices is necessary. More importantly, I learned that as a teacher, it was very
challenging to be flexible toward a curriculum that was already pre-planned and
scheduled throughout the semester. Changing the curriculum meant possible disruption
to the existing classroom structure as well as group structure. I found myself resisting
changes myself. I believe this conflict can emerge for any EFL teachers who are trying to
implement a teaching approach that can possibly be in conflict with the existing
institutional cultural values. It might be the teachers’ ethical responsibilities to decide the
degree of negotiations rather than gear toward drastic changes of curriculum to
accommodate students or ignore the problems and continue with teacher’s own beliefs.
Researcher’s Perspective
As a researcher of the classroom, I began asking myself questions about the
worthiness of teacher implementing a classroom practice that created tensions among
students. Through various literature, I learned how CLT could be an alternative to
mindless grammar drill and reading comprehension oriented classrooms (Byram, 1997;
Savignon, 1997; Nunan, 1989; Littlewood, 1981; Richards, 1985; Swain, 1985). And I
firmly believed that interactions among students and with teachers can promote language
learning as research on Vygotskian Sociocultural theories assert. However, as my
research shows there were issues on distribution of responsibilities that might have been
brought about by students’ ideologies on social hierarchy that created uncomfortable
learning atmosphere when students were faced with unfamiliar learning practices. I have
learned that as a researcher, it was my responsibility to document the complexities of the
different views and layers of what is happening in the group but again ask myself, can
documenting these problems solve the struggles students face. What I have found through
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my analysis gave me insight to how I might reduce problems with a similar multi aged
Freshman EFL class but at the same time realizing the limitations that each student has
different multiple voices regarding how they feel and think about learning English, group
work and classroom practices.
Effect of Target Language Only Policy
The university’s mandated rule of “English only” in classrooms stirred complaints
and discomforts and at the same time allowed the emergence of hybrid discursive
practice by students during the first semester EFL course due to unfamiliarity to the
practice of having to speak English throughout the whole class period. However, after
the focal students experienced the second semester EFL course, they came to the
conclusion that the discontinuities in teaching approaches by different teachers created
even greater problems.
During the first semester, I enforced a very strict classroom policy to only use
English during group work as well as whole class sessions. This was compliant with the
university’s policy requiring all the English instructors to adapt the rule in their courses
as well as in the curricula as well as my own philosophy, assuming that more interactions
in the target language might enhance their learning experience. Therefore, this enforced
rule resulted in unexpected students’ resistance and confusion at the beginning of the
semester.
Students’ Perspectives
The students’ complained about their inexperienced speaking skills and
recurrently conveyed that the group activities were not progressing due to language
barriers. Students found it very stressful that they were forced to speak English when
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they self evaluated as being incapable. Throughout the semester, they complained about
their limited vocabulary and limited sentence structures they can use while interacting
with one another. As a result, they started to communicate with each other through use
of body language and writing in Korean whenever they had to express complex issues or
sentence structures. Another interesting practice was that some students used Korean
discursive practices such as speaking more politely to someone older as Won Young did
in English form. On the other hand. Sun Ae did not fully use this practice but tried to use
English without Korean discursive practice in mind. This use of Korean discursive
practice into their English, along with using Korean writing as a tool to supplement their
writing might have created a hybrid discursive practice which only the four focal students
used as their communication.
However, the students’ complaints slowly diminished and adapted to the new
hybrid environment. Our class became a unique space for students to use English as if
they were in an active English speaking community. Students found themselves giving
presentations, performing skits during whole class sessions and interacting with one
another within the group activities. After the first semester, students expressed that they
felt burdened due to the load of home work and the amount of effort they had to put in to
the class. All four students revealed that they never had to work so hard for a particular
course. Nevertheless, they expressed that they felt the need to improve their English and
gave them motivation to pursue their English studies further.
During our third interviews which were conducted immediately after students
experienced the first and second semester EFL courses, students expressed that the
English only policy might be a better way for them to learn English. They justified this by
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accepting a forced subject position of speaking only English during class, thus providing
more opportunities to practice which they never have the chance in their every day lives.
Students’ response to favoring strictly controlled policy by the teacher exemplifies
students’ preference to the Confucian educational ideology. Students preferred having
teacher as the authority to regulate students’ activities to promote their learning
experience. Therefore, students as a result realized later that English only policy could
provide opportunities not available elsewhere despite the difficulties students may
experience, there were benefits.
Teacher and Researcher’s Perspectives
My role as the teacher in the classroom included encouraging and monitoring
students’ use of only English in class as the university prescribed. This notion of English
only policy was also embedded within my theoretical background as a researcher bent on
providing opportunities to practice speaking English because the class was potentially the
only place they could actually use the language. The result of this enforced practice
however created students’ disempowerment in the beginning of the semester which later
led them to empowering them toward the end of the semester.
Students’ use of hybrid discursive practices resulted of students’ inability to
produce what was expected of them in class. Students used written Korean instead of
speaking English to communicate with each other on complex issues during group work
in order to camouflage their use of Korean in class. Students’ combination of Korean and
English discursive practices might have lead to another hybrid form of communication
where they did not know if they were using the language correctly. These two types of
hybrid uses of language in class might have created lose of students’ self confidence due
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to their realization of limited English skills in the beginning of the semester. This process
might have created in doubting themselves on top of their already existing struggles in
group work.
As a teacher and researcher, we learned and tried to practice to empower our
students of their abilities and their potentials as they struggle in the process of
accomplishing their academic work. However, the focal students’ experiences were
reversed in this EFL class. Students might have been fairly empowered when they entered
the university because they felt the sense of accomplishment of entering a highly
competitive prestigious institution. On the contrary, due to the high expectations of
English usage in my EFL class students might have found themselves disempowered. It
took a while for students to regain to their original confidence as they slowly made
progress.
I questioned myself about the students’ tough fluctuating journey of being
empowered and disempowered. The main purpose of myself being in class was to help
the students learn English, to feel empowered from their learning and prepare themselves
for the tough societal expectations once they graduate from college. I could imagine
students never being able to gain back their confidence and leaving my class being
completely disempowered due to possible intimidating atmosphere of only having to
speak English. Fortunately, the four focal students whom I was able to communicate,
document, and research their experiences, might have finished the semester with feeling
empowered again and the gaining the motivation to learn more.
However, it must be acknowledged that the four focal students received more
attention than other students because I had more interactions with them. I gave more
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guidance and consultations to them regarding their academic problems compared to other
students in class. As a teacher and a researcher, I cannot deny that this relationship with
the focal students may have helped them gain their empowerment. Similarly there might
have been students whom I was not aware of who could have finished the semester
feeling disempowered. Reflecting back on my experience in this class, I think all teachers
can identify and help those who might go through the struggles negotiating
empowerment. As much as teachers and researchers try to prevent and avoid these
problems, as long as it is not a one on one tutoring session, it will be difficult to
accommodate every single student’s learning styles. It would be our job as the teachers as
well as researchers to acknowledge the possibilities of conflicts that may arise due to
unexamined assumptions about ideal learning environments.
Too Much Freedom; Possible Problems for Korean Students
The curriculum design in my first semester EFL course tried to promote students’
choices and negotiations among students in order to impose the least amount of teacher’s
authority. I tried to show how in a student-centered class, each student had to make their
own choices, learn to be responsible of their choices and negotiate their ideas with the
group member. My approach of imposing my learning ideologies for foreign language
class contrasted the students’ previous view of learning influenced by Confucian learning
ideologies. As an outcome, the major cause of conflicts within group work further
created problems in their second semester class with the issue of teacher’s lack of
authority.
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Students’ Perspectives
In Confucian discourse, there is a tendency to view teacher as an absolute
authority whose status can be equal or even higher than the parents. Due to this cultural
value, there might be teachers who had been imposing their authority to students by strict
code of conducts and classroom rules. The four focal students might have been
accustomed to this type of environment where they did as the teachers or professors told
them to do. However, in my first semester class, students had to choose their facilitators
for each group activities without my intervention . As a result, the Freshman students
repeatedly had to become facilitators and did the group presentations. This unequal
distribution of responsibilities might have lead to conflicts which students believed might
have been avoided if the teacher appointed a different person for each class. The students
in this case were not accustomed to negotiations among themselves and especially so
because there was a hierarchical issue among Freshman and Senior students.
Another problem related to having too much freedom was regarding their second
semester EFL class experience where teachers did not follow nor monitored the English
only policy. All four focal students went to four different classes taught by four different
teachers for the second semester EFL course. All four collectively complained about the
disconnectedness in teaching approach between the first and the second semester
courses. Although they all felt that it was easier the classes did not require the students to
speak English during the class sessions, they felt that they were not given the
opportunities to speak English even when they wanted to. They expressed that the teacher
did not monitor students speaking Korean in class and this lead to a non-English speaking
environment except for when the teachers were speaking to explain something or asking
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certain individuals questions. The teachers themselves also did not follow this policy
because they spoke considerable amount of Korean themselves. As a result, the classes
did not make them feel that they were learning and practicing communicative abilities
which they had considerably improved during the first semester.
All four focal students voiced their regrets about not being able to be in a class
that felt like a continuation from the first semester and therefore thought all the effort
went to waste. They realized the importance of English interactions between the students
and that strict enforcement of rules which they resisted during the first semester still
obligated them to practice and therefore, lead them to improve their speaking skills.
Eun Kyung however was able to fulfill her regrets during the following summer
vacation when she was taking the repeater’s EFL course. She explained that the
philosophy and the teaching approach of the teacher was very similar from the first
semester and therefore, felt that she had considerably improved after the summer course.
Although Ji Min, Sun Ae and Won Young were not as lucky as Eun Kyung, the three
students realized the importance of the being provided with opportunities to speak the
target language although it might have caused struggles.
Teacher and Researcher’s Perspectives on Students’ Freedom
Socioculturally, the focal students might have had been acculturated to strict
teacher controlled learning environment. My attempt as a teacher and researcher to create
a student centered classroom with students making their own decisions on group issues
was viewed as a problem for students because they wanted teachers to make decisions for
them.

251

As a researcher who strongly believe in social constructivist learning
environment, this research informed me that this concept of learning that is highly
practiced in the U.S. created problems for my students. The focal students had too many
decisions to make which was a completely new experience for them in an academic
setting. They preferred to be directed by a teacher with more authority on classroom rules
(enforced English only policy) and group activity rules (teacher deciding who does what).
This strong Confucian belief of viewing teacher as authority was an inevitable cultural
barrier that challenged the students and myself as the teacher and researcher.
Then how can we as teachers and researchers negotiate these challenges on issues
that we strongly believe theoretically and practically? Do we give up some of our values
as we expect of our students to? In other words, should I become a stricter teacher when
it comes to rules and regulations that can help students alleviate their struggles and
comfort level? A big challenge I had to face during the semester was mediating with
students’ complaints about the institution English only policy and how difficult it was for
them. However, my strong belief that it would eventually become beneficial to the
students stopped me from becoming lenient about that policy. And as a result, students
eventually realized later that was a better choice for them. It is this type of problem
teachers might have to be careful about negotiating and making their choices on what to
enforce and what to accommodate when caught between institutional policy and any
group of students’ learning.
I have realized that there can not be one static method of teaching our students
and impose our beliefs on them. My teaching practice might need to be fluid and ready
for changes and adjustments even if I have to give up my beliefs to create a flexible
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teaching practice that might best accommodate the culture and beliefs of the students. I
believe it might be similar to any educational setting in different context. If I were to
teach in the United States with a group of Latino students, they might have a completely
different set of expectations and cultural educational practices in which I might have to
adjust and change for them within the limits of my teaching and learning philosophies.
Globalization and its Effect on Classrooms at the Institutional Level
Through this research, students’ experiences and voices revealed many problems
that seemed to have emerged from the effect of globalization in Korean university
setting. The outcome of globalization drove the world trend to value English as the global
and world language. As a result, from the governmental and institutional level, English
has become a very important symbol of power and the road to success due to the
demands of the job market. However, this influx of educational changes and demands
has resulted in disorder in a particular university EFL classroom setting.
The Communicative Language Approach (CLT) is the major import of the
western concept in learning the target language. I was the agent of the concept of
globalization by implementing and practicing the CLT approach in order to provide
Vygotskian theory of language learning through interactions in my classroom. Although
this practice was occasionally challenging for my students, it also resulted in learning
experiences for them because they learned about interactions as the tool for learning the
target language. However, because the instructors in the university did not share my
teaching philosophies, it created discontinuities in their language learning experience for
the four focal students.
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The university enforced student centered, target language only policies, were not
followed by all teachers due to differences in their own learning experiences. Some
teachers might have been focusing on providing students with ample review of
vocabulary and reading comprehension to help them get good standardized mid-terms
and final grades. Some other teachers might have lacked English speaking proficiency
themselves to speak only in English. Last, some teachers might not have believed in
student centered classrooms where their roles and status might have been threatened.
There could be many different reasons to why each class provided different experiences
for different students. No matter what the reasons are behind this phenomenon, students
could easily become victims of this confusion and struggle.
Another significant consideration for the class was the varied level of students’
English proficiencies due to different educational differences as a result of neo-liberal
economic policies that concentrates economic and educational investments to certain
districts of the country. Students from rural or outskirts of cities faced great
disadvantages when they were grouped in the same level class with students from major
cities who had better opportunities to learn and became more exposed of English. For
both teachers and students, this could be a frustrating experience, with possibilities of
disempowering the disadvantaged students.
As researchers and teachers, we might be able to explore ways of negotiating
with the institutions to find alternative policies to accommodate the multi-level group of
students. This can pose great challenges to the institution as well as teachers in
attempting to initiate change in the institutional system. However, I believe that as an
educator, I want to try to question and identify how institutions create disadvantaged
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students disempowered. Through this research my stance toward students drastically
changed. I previously viewed my students by how well they spoke in class and how good
their exam scores were which lead to favor those who performed well. However, my
parameters for understanding and questioning each student’s capability broadened and
developed. I can now sympathize with their struggles within an institution.
I was the agent of importing the effects of globalization into the classroom and
caused confusion into students’ learning experiences. I now have a clear view of how the
current trend of globalization can marginalize the disadvantaged and at the same time
benefit the advantaged students from the classroom level. I began questioning and
searching for solutions as an educator on my world views, social realities, and
disconnects between theories and the constructed realities of foreign language classroom
context.
Theoretical Implications: Vygotskian Perspectives and Activity Theory
An analysis system using Vygotskian perspectives of language learning with
critical discourse analysis and activity theory can contribution to the field of applied
linguistics. I tried to combine both the micro level of interactions (microgenesis) to
portray the moment-by-moment interactions by analyzing it with CDA, then relate it to
the macro issues from the individual level to group level then analyzing the group
phenomena to the societal level of globalization. To my knowledge, there have not been
any studies that interpreted how classroom interactions are affected by clashes of
Western ideologies and Confucian ideologies activity system within the tradition of
ethnographic studies.

255

The existing studies on Vygotskian theories do not employ the critical
perspectives of how language might be learned under possible conflicting ideologies
causing tensions and power structures. CDA allowed me to analyze in detail how
moment by moment interactions were representing tensions and conflicts among the
students which Vygotskian perspectives can not provide. For example. Sun Ae , Ji Min,
and Won Young’s use of tools for mediation and scaffolding the group activity can be
viewed as a beneficial act for other students, helping the less capable peers reach the
ZPD. However, from a critical stance, this raised many issues concerning Confucian
ideological views toward older students who should have been the more capable peer,
thus creating struggles among themselves
Another issue concerning what is not considered academically valid from CDA
during group work (deviating from main discussion topic) can be considered a learning
process through interactions from Vygotskian perspective. Students’ interactions in
English was a tool to mediate their group discussions, sometimes scaffolding the group in
case of Sun Ae, Won Young and Ji Min, which provided opportunities to be on the
interpersonal plane and providing possibilities for intrapersonal plane. It should be
acknowledged that through transcripts, I was not able to identify students’ progress to
intrapersonal plane but through each student’s interviews, their self-assessment and self¬
acknowledgement of progress in English and forming the motivation to learn more
helped me understand students’ learning experience in class. I think one major challenge
in Vygotskian theory of higher mental functioning is that it is difficult to identify how
one reached the intrapersonal plane. As a researcher, I can assume and discuss
possibilities that through interactions students had, I was able to identify the
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interpersonal plane but intrapersonal plane I believe should be assessed through a study
observing more than one semester course. This is the area that needs further expansion in
the field of EFL/ESL which can help researchers understand how to identify higher
mental functioning and how we teachers can utilize the information to teach and create
curriculum for students to achieve these higher levels.
This existing research studies on activity theory only analyzes group activity
without the voices of individuals within the system. Moreover, they do not take into
consideration the importance of analyzing the interactions within the activity system that
might give evidence to what might be happening. Analysis of voices therefore, should be
done not only through interview methods but also through CDA to identify power issues
and conflicts that might inform us of possible contradictions and transformations. As
discussed above, juxtaposing the two different perspectives and relating the problems to
their language learning experience from two different perspectives can provide broader
and in-depth understanding of classroom interactions.
I hope that my research might help researchers to explore ways of synthesizing
Vygotskian perspectives with a critical discourse analysis to later analyze the activity
system.
Educational Implications
In the field of second language acquisition, research on classroom issues as an
effect of globalization lacks considerably. Through my dissertation, I tried to show the
struggles and conflicts of four university level students from their perspectives as they
journey through the one year mandatory Freshman EFL courses. The research revealed
that there were cultural clashes in teaching and learning beliefs due to Confucianism and
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myself as a teacher implementing my philosophies which became one of the main
sources of students’ distress. Another issue that became clear was the varied English
educational experiences students had drawn on according to the districts they lived in. It
is important for language educators to understand the students how the impact of
globalization can effect the students from the very local level, causing possible space for
conflict. The research also revealed discontinuities in teachers’ teaching styles
interrupted students’ learning experience. Therefore, for my future teaching practices, I
believe that I need to be more aware of the consequences of my teaching philosophies
and closely listen and examine how I can manage the possible disruptions and conflicts
to best accommodate my students as well as keeping certain boundaries of my
philosophies.
Implications from this particular research cannot inform all the teachers of EFL.
However, issues regarding educational ideologies of group work and students’ roles
within group in CLT classrooms can contribute to informing teachers of students who
come from countries under effect of globalization and Confucian influenced
backgrounds. There is a great need of qualitative research that portrays the effect of
globalization in different countries from the local classroom level that can inform
researcher of how students in different countries experience different types of struggles
due to cultural and religious beliefs.
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APPENDIX A
STUDENT CONSENT FORM

June 6, 2001
Dear students
I (Sun Joo Huh) am currently conducting a research study on an English as a foreign
language classroom and how language is used and what kind of culture students create
within groups and whole classroom interactions.
I would like to receive your permission to use the data and findings (Field notes, student
assessment records, writing samples, surveys, questionnaires, interview records, audio
recordings and photographs) that I have collected to be used in various research studies
which could be used for my dissertation, journal articles, conference presentations,
newsletters and book chapters.
Some direct quotes will be used in publications and the students’ names will not be
revealed but instead pseudonyms will be used in all cases. The audio-tapes and field
notes will be kept confidential and will not be released to the public.

I have read and understand the contents of this form. I understand that by signing
this form I am voluntarily agreeing to participate in this study.

Student’s signature and date

Researcher’s signature and date
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APPENDIX B
STUDENT QUESTIONNAIRE
Name:
Student number:
Major:

To help me understand each one of you better for the purpose of my research, I would
appreciate it if you could answer these questions as considerately as possible.
1. Where is your hometown and where do you live in Seoul?
2. Have you had extra English lessons throughout elementary to High school? If yes, for how
long, where, with whom and what type of extra lessons?

3. How do you evaluate your communication skills in English from a scale of 1-5 ? And why?

4. How do you usually get in contact with English ?

5. What would you like to do after graduating from University?

6. How do you think you will be using English in the future?

7. What do you think are your biggest problems in using English and why?

8. How do you want this class to be? How do you want the teacher to be in this class?
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APPENDIX C
TRANSCRIPT ANALYSIS
Mar 15, 2001
Reading
Discussion
Sun Ae

Ji Min

Won Young

Eun Kyung

56 I want to
choose
dictionary
5^

Dictionary?

Mood

Modality

Subj.
Position

Declarative

AP

Interrogative

L

58 Because there
are one word
and one word
have many
meaning and
we skim, skim

Declarative

59 we what
ummmm

Interrogative

L

Interrogative

AP

Declarative

L

Declarative

L

64 But you want
fantasy

Declarative

L

65 took a what?

Interrogative

L

Declarative

AP

Interrogative

L

Interrogative

L

Interrogative

L

Declarative

AP

Interrogative

L

Declaration

SP

Declaration

AP

60

What we umm.

61 yeah,
ummmmmm
62

(Laughs)

63

What we

66

(Laughs)

(Laughs)

Magazine

67 Magazine?
68 What kind ?

What kind ?

69 Fashion
magazine?
70

Um, fashion

71 And you ?
72

I agree

73 (Laughs)

(Laughs)

74

Fashion
magazine

“are, have to” AP
High affinity
Objective mod

(Laughs)

Declarative

75 Then fashion
magazine is
"Kimmie"
(Writes)
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“is”
High affinity
Obj. mod.

L

76

Popular
entertainment
magazine,
science not
science, uh,
fashion

Declarative

77 We have to
presentation

Declarative

78 What we put?
How can
they...
79

“have to”
L
High affinity
Obj. modality
Interrogative “How can”
L
Low affinity
Obj. mod.
Interrogative
Imperative

By the way,
how about
website ?

80 Website
81

Website

82

What kind of
website?
Usualty, they
various

83

AP

Website is also
skimming
technique with

84

Search
program

85
86

Huh?

87
88 Okay
89 I can't ohhhh

ahhh

Interrogative
Declarative “is”
High affinity
Obj. mod
Interrogative

AP
AP

Declarative

AP

Declarative

AP

Interrogative

L
AP

Declarative
Declarative
Declarative

L
L
L

Search
program

90 But we have to
choose one
type
91 What
92 We talk about
fashion
magazine,
fantasy
dictionary,
website and
93 we have to do
one

Declarative

Interrogative
Declarative

Declarative

94

Website is too
various, too

95
96 and

umm,

Declarative

(Laughs)
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Interrogative

“can’t
High affinity
Sub. Mod.
“have to”
High affinity
Obj. mod.

L

L

L
L

L
“have to”
High affinity
Obj. mod
AP
“is”
High affinity
Sub. modality
L

97

I choose
fashion
magazine

98 To one

99

100 Um
101

Website is
similar, um
similar,
dictionary
that, search
engine,
dictionary
(Laughs)

102
103 I know, I
know, I
understand
104
(Laughs)
105 And fashion
magazine?
106
(Pause)
107
Kimmie
108 But this is too
short

111 Why?
112
113
114 (Laughs)
115 Easy to read?
116 An d you?
117
118

(Laughs)

119 Similar
120
121 Ummm
122
123
124

L

AP

Declarative

AP

Declarative

L

Interrogative

L

Declarative
Declarative

AP
L

"is”
High affinity
Sub. modality
L
Declarative "have to”
High affinity
Obj. mod.
L
Interrogative

Interrogative
Interrogative
Easy, very easy Declarative

Why?

L
AP
AP

(Laughs)

Simple
There are
many

(Laughs)

Interrogative
(meant to say
"there’s
one”)
Declarative "is”
High affinity
Sub. mod.

(Laughs)

Why do we
choose
magazine?

(Laughs)

AP

(Laughs)

109 We have to
have details
110

Declarative

L
L
AP
AP

Interrogative
Interrogative
Declarative
Declarative are
High affinity
Obj. modality
Declarative

SP

Declarative

AP

Declarative

AP

(Laughs)

Many pictures
(Laughs)
skimming and
reading
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125 Frankly
speaking, I
didn't read
fashion
magazine
skimming but
skip
126
(Laughs)
127 And, it's over?

128 Too short
129
130

(Laughs)
Must speak
more because
you have to

(Laughs)

(Laughs)

135

Clothes, c, 1, o,
t, h, e, s

136 Ah (Writes)
137

L

Imperative

(Laughs)
Fashion
magazine show
hot wearing
clothes Very
helpful

Latest style, in
Korean
(Entert
ainer in
Korean)

138
139
Latest
140 Spell
141
L, a, t, e, s, t
142 (Writes)
143 And if I have
to presentation
then
144 I say, urn,
how?
145
146 What can I
say?

Interrogative ‘is”
Low affinity
Obj. mod.
Declarative

(Laughs)

L

(Laughs)

I don't need
anything
(Laughs)

AP

(Laughs)

131 And you too
132
133 (Laughs)
134

Declarative

Declarative
Declarative

“must” “have L
to”
High affinity
Subj. mod.
L
W

Declarative

AP

Declarative

AP

Declarative
Declarative

AP
AP

Declarative
Imperative
Declarative

AP
L
AP

(Laughs)

Declarative

The reason

147 (Pause)
148 Then we..
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“have to”
High affinity
Obj. mod.

L

Interrogative

L

Declarative
Interrogative “can”
High affinity
Obj. mod.

AP
L

Declarative

L

149
150 Entertainer,
what?
151
152

Other is, many
entertainer

News
Handsome
man,
beautiful
(entertainer in
Korean)
fashion and
many
popular
entertainer.
Very difficult
to say

Declarative

AP

Interrogative

L

Declarative
Declarative

SP
AP

153 But can this
reason become
the reason why
we choose
fashion
magazine?
154
But if I am a,
but if my major
is fashion
design,

Interrogative can
L
High affinity
Obj. modality

155
156

Interrogative
Declarative

L
AP

Declarative

L

Declarative

Understand?
I read the
magazine
harder, so..

157 Always
because say in
English
158
159 (Pause)
160
Urn
161 These are,
these can be
the reason why
we read
fashion
magazine but
this is not
reason why we
chose fashion
magazine, I
think
162 Ah, I don't
know
163
164 Ah?

AP
“is”
High affinity
Sub.modality

(Laughs)

Declarative

Change
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“I think”
“Can be”
High affinity
Subj mod.

L

Declarative

L

Imperative
Interrogative

L
L

165 Do you
understand ?
Do you
understand
why my...
166

Interrogative

Magazine is
one of, one of
life
so
we choose
fashion
magazine It is
one of life

Declarative

167 So we choose
(Writes)

L

“ is, is”
AP
High affinity
Sub. modality

Declarative

L

May 24 2001
Discussion on
Travel
Sun Ae

Ji Min

305

306

Won Young

Eun Kyung

What kind
museum do
you been to?

Interrogative

National
modern art
gallery

AP
Declarative
AP
“is”
High affinity
Sub.
Declarative modality
AP
“I like”
High affinity
Sub.
Declarative modality
SP
Interrogative

That is very
popular
(Laughs)
I like, I like
Shin Yoon
Bok
better than
Kim Hong Do

309 Really?
310
Shin Yoon
Bok is mean

Declarative

311
I don't like
museum
312

314

Declarative
Declarative

Me too

I went to
Ewha museum
to write a
Declarative
report

313

Modality

L

307

308

Mood

Subj.
Position

Interrogative

When?
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AP
“is”
High affinity
Subjective
modality
“don’t like” AP
High affinity
Subjective
modality
SP
AP

AP

315

(Laughs)
Last year,
quick look

316
317

Asian, Asian
history

318

319

AP
Declarative

Cheju?
There, there

321

323

Really
I want to go to
Cheju do

324

325

Graduating,
graduating trip
and
(Laughs)

326

328 (Laughs)

330

333

Window

334

(Laughs)
AP
Declarative
Declarative

AP

Declarative

SP

Declarative
(Laughs)
L

Interrogative

(Pause)
You look so
tired

339

SP

AP

(Pause)
What do you,
um, what we
do
presentation?

338

Declarative
(Laughs)

(Laughs)

337

341

“have been” AP
High affinity
Declarative Subj. mod.

Yes, and call
me to

336

340 (Laughs)

Declarative

Just by glass
(Laughs)

335 (Laughs)

AP

Valen

332 (Laughs)

AP

Declarative

Valentine time,
the day
valentine

331

Declarative

(Laughs)

(Laughs)

329

L

AP

There like
"Min Sok
Chon"(Traditio
nal Korean
village)
And I've been
to "Guh Je”
museum

327

Interrogative

“have never” AP
High affinity
Declarative Subj. mod.
SP
Declarative
AP
Declarative

I've never go
to Cheju
322

Declarative

(Laughs)
I did Cheju
traditional
museum

320

AP

(Laughs)

W
Declarative
(Laughs)

take a rest

Imperative
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W

342 I was walking
five long hours
343 festival,
festival, I only
English class I
attend
344
Um, oh
345
(Pause)
346

(Unrecognizabl
e interactions)

347

(Pause)

W
Declarative
W
Declarative

348 Bread making
come, come to
Ewha Kwang
Jang (Campus
open ground)
349

W

Imperative
I, I going now Declarative

350

“is’
L
Low affinity
Declarative Obj. mod.
W

This is topic
351 They need
more people,
come
352

353 What study
quiz?
354

Imperative
We are going
to study all
night

W
“Are”
High affinity
Declarative Subj. mod.
W
Interrogative
W
Declarative

Classroom
studying

355
356

(Laughs)
(Pause)

357 Tomorrow,
come to
playground
and
358

W

Imperative
“will”
W
High affinity
Declarative Subj. mod.
“will”
W
High affinity
Declarative Subj. mod
W

I will go too
359
It will be very
interesting
360 I enter
playgound
with
, and
I'm
361
Oh,
362
How old?
363 Same
364

W

Declarative
ooh

oh

I envy you
I like
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Declarative

W

Interrogative

W

Declarative

w
w

Declarative

freshman too
365 (Laughs)

(Laughs)

366

367 No

No

368
369

(Laughs)
Do you ever
go to
"Liberation
Memorial
Hall?"

L

Interrogative
No

Really?

Declarative

AP

Declarative

L

Only, always

AP
Interrogative

370 (Laughs)

(Laughs)

371

372

I go to there
elementary
school and
middle school

L
AP

Only by
go parents

Declarative

Because he

Declarative

AP
L

gave you so
many money?

377 (Laughs)
378

Interrogative

Ummm

375
376

Declarative

Two times ?

373
374

AP

Interrogative
(Laughs)

(Laughs)

(Pause)
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APPENDIX D
TRANSCRIPT NOT ANALYZED

Mar 29 '01
Meeting Discussion
Sun Ae (Sung Eun)

Ji Min (Hye Jin)

Won Young (Aeri)

Eun Kyoung (Mi Jo)

I writted for our

650
651
652 Really ?

But very very, premature (Laughs)

653
654
656

I planned ah hah.

657

but my best friend said

658

maybe we don't need

659
660 Presentation?
661
662
day time, so..

663
664
665

Um

666
667

My part is very short to dialogue.

668

for dialogue
Jjan (Showing it)

669
670

For our?

671
672
Yes

673
674
675 (Laughs)

(Laughs)

(Laughs)

676
It’s very difficult to me

678
680

In search for, one o’clock, computer

681
682 Sun Ae

Won Young

Ji Min

Eun Kyung

683
You read my e-mail this
morning?

684
685
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686

No, I can not, I

689
690 huh?

huh?

huh?

691
692

So diligous person

693
694

Oh, no

695
696 Very very diligous
697

Only watch TV

698
699 What’s the program
700
701

Cable TV

702

(Laughs)

703 (Pause)

(Pause)

(Pause)

(Pause)

704
705

My TV have four channel.

706

EBS, KBS 1, SBS andMBC

707
708 Me too, me too
709

(Laughs)

710

KBS2 is ...

711
Oh terrible

712

713 (Laughs)
714

(Laughs)

(Laughs)

Ji Min

Won Young

(Laughs)

715

716Sun Ae

Eun Kyung

717
Long times

718
719
720 Sometimes
721
722

I watch TV in computer

723
724 Oh wa.
725

/uh?

726
I don’t know

727
728
729

Difficult
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730

Difficult?

731
732

And is it expensive?

733

Expensive

734

About, about seventy thousand

735
736

Oh..

737

I lost my purse yesterday

738
739 Uh?
740
741

Bag?

742
743 Wallet
744
745

Ah.oh

746
747

I lost my wallet. Left

748
749 Sun Ae

But nobody

Ji Min

750 (Laughs)

Won Young

Eun Kyung

(Laughs)

(Laughs)

751 Oh, that’s too bad
How much money is
there?

752
753
754

About fourteen, thousand, forty

756
Oh

757
758
759

And

760
Driver’s license ?

761
762

Driver’s

763
764 (Laughs)

(Laughs)

(Laughs)

(Laughs)

Oh, no

Oh, no

765
766

And ID card

767 Oh, no
768

Pity

769
770
771

And cash
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APPENDIX E
KOREAN INTERVIEW QUESTIONS
# 1 Interview
1. What do you think about the English class?
2. Which aspects of the class do you like or dislike?
3. Could you please tell me about your previous English education experience in
school and outside of school
4. What do you think about group work?
5. Which aspects of group work do you like or dislike? What do you
think about the tape recorder during our group work?
6. Could you please tell me about your family?
# 2 Interview
1. How do you think your living environment affected your learning
opportunities for English? How and why?
2. How do you think your English improved?
3. Did you feel any kind of tensions during group work? What kind and why?
4. How did participating in group-work reveal a different perspective of you?
5. Do you think discussing topics affects group discussions?
# 3 Interview
1. Could you please explain the learning experiences of the first semester EFL
course and the second semester EFL course?
2. What were the pros and cons of each course?
3. What do you plan to do in the future?
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